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Abstract 
This research pursues the design of a qualitative means 
of assessing Spiritual Awareness and Development in college 
students. An historical perspective regarding the 
relationship of religious, theological and spiritual concerns 
to higher education along with the projection of an emerging 
paradigm within which the student development profession can 
be expected to operate is presented. A review of the 
professional and related literature treating Spiritual 
Development is given. A review of literature involving 
related aspects of Psychosocial, Cognitive, Ethical, Moral, 
Faith, Religious, Identity and Ego Development follows. 
The significance of Life Story, Myth, Metaphor and 
Community to Spiritual Awareness and Development and other 
related Developmental models is discussed and a review of 
pertinent literature is presented. A Methodology 
incorporating these implications is then hypothesized. The 
first phase of a two phased pilot project to develop a 
qualitative assessment instrument is described and discussed. 
In addition to establishing that the Process developed 
in Phase 1 can produce consistent and credible participant 
'data' across several (5) small groups (n = 6-10), results 
suggest that the process can be applied as an Intervention 
and Curriculum component as well as a Research or Assessment 
Method. 
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Preface 
There is a story about my father's parents which often 
circulates in the family of my mind. 
Angelo is responding to Antoinetta's concern that his 
attention has become too focused on the symmetry of the 
beehive shaped foundry ovens he builds and on his tomato 
plants. She seems to be asking if something has changed 
between them after ten children and all these years. 
He looks into her eyes, touches her hand and asks, 
"Might I love you more? 
I do not know! 
Can we add to the Infinite?" 
This and other images of my grandfather have been an 
important part of my life. They have been especially present 
to the experience of writing this thesis. 
Orphaned before emigrating from the farmlands of 
Southern Italy, he arrived in Providence at 20, married 
Antoinetta and together they engaged the curriculum of the 
American Experience. 
What I most remember is the way he sat on his porch. 
Quietly smoking his pipe and smiling, serene and in his 
place, my grandfather, at 70, was enjoying the fruits of a 
well and truly lived life. I have come to realize that, 
throughout it, he lived quite Spirituall y . 
VJ. 
Would he have called it Spirituality? I cannot know 
that. Lately, though, I find myself in another of the family 
stories. 
Grandpa Angelo is with his tomato plants. 
I ask "Grandpa, How might I assess Spirituality?" 
A cloud of parodi smoke drifts out from under his hat. 
He has a tomato in each hand. 
He gauges the weight of each. 
"I wonder which is sweeter." he muses. 
Suddenly he is a young man of 20. The tomatoes are 
still in his hands. 
"I wonder which is sweeter?" he repeats. 
He hands me the tomatoes. · 
Confused, I look at them and then protest, 
"But Grandpa, you haven't answered my question. 11 
He's 70 again. 
With a knowing and playful smile he asks, 
"Where are your feet when you try? 11 
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Historical Context 
11 the ills of the human race will never 
disappear until by God's gift those who are sincere 
and true lovers of wisdom attain political power, 
or the rulers of our cities learn true philosophy." 
About 395 B. C., in the conviction that through a 
somehow gifted relationship with God, humans can acquire 
wisdom and go on to serve others, Plato established his 
Academy. Considered Europe's first university, its students 
were disciplined in mathematics, astronomy, music, logic, 
politics and ethics. Plato's Academy continued for some nine 
hundred years and was closed by the Emperor Justinian in 529 
A. D. (Loomis, 1942) 
In relating western higher education's transitions from 
Greek to Roman to Medieval times, Buttsl describes the 
evolution of the Liberal Arts curriculum as recorded by the 
Roman Capella (4th Century A.D.). Capella's compendium of 
knowledge "happened to be the one that the medieval Christian 
Church adopted". This included the trivium (grammar, 
rhetoric and logic) and the quadrivium (arithmetic, 
geometry, astronomy and music) because Capella wanted to 
retain 
1 Butts, R Freeman, Assistant Professor of Education, Teacher's College, 
Columbia University. This work is primarily devoted to the development 
of what had come to be known as the Liberal Arts Curriculuum and the 
efforts over time including his to bring more 'progressive' and 
'inclusive' perspectives to higher education. 
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"those arts which would interest a group of 
celestial beings .... [H]e did not include the 
natural or mechanical sciences, as he understood 
the terms, because they were so closely related to 
material and mundane interests that they were not 
suitable for spiritual and therefore liberal 
beings." (Butts, 1939, p.25) 
From that point through the mid 19th century, the 
history of European Higher Education reflected the presence 
and relative strength of man's notion of and relationship 
with God, his religious beliefs and practices and the 
influence of institutional religion on administration, 
faculty and students. For most colleges and universities, 
the period between 1750 and 1850 saw the replacement of 
Renaissance and Reformation consciousness with the 
scientifically based perspectives of the Enlightenment. 
(Butts, 1939, Clapp, 1950, Kuh, 1978) 
The Enlightenment shifted the emphasis of intellectual 
activity from a hierarchy favoring Theology and Metaphysics 
to one in which Physical Sciences and the study of the 
positive held primary sway. German schools embraced 
Enlightenment concepts and evolved a departmentalized 
curriculum with a specialized professoriate dedicated as much 
to the pursuit of knowledge and research as to teaching. 
This contrasted strongly with the English schools where, for 
example, at Oxford and Cambridge "each tutor was 
responsible for the entire liberal education and mental and 
moral discipline of his students .... [and] ... The college 
authorities undertook to determine the whole moral, physical 
and intellectual life of the student." (Butts ,1939) 
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American colleges and universities had significant roots 
in the English tradition, but the relatively high degree of 
religious tolerance of the colonies coupled with wider 
economic opportunity was also fertile soil for the German 
system. Though there was still a need for liberally educated 
clergy and political leadership, the rise of commerce and 
capitalism also demanded educated people with knowledge of 
practical, applicable matters. With the establishment of the 
Land Grant Colleges and Universities and the decline of the 
power of clergy in private University faculty and 
administrations, the German system, favoring specialized 
research oriented faculty, became more widespread. 
It may be said that the Student Development profession 
came into being when this changed. According to Kuh, this 
shift took place in 1870 
"when Harvard's president delegated to the dean 
responsibility for student's deportment and their 
spiritual and moral development, [and since 
then] . .. attention to the student as a "whole 
person'' ... has been the raison d'etre of student 
affairs work. (p 253, 1987, citing Williamson, 
1961). 
A characterization of the relationship between Academic 
and Student Development perspectives as they have since 
evolved may be drawn from two more of Kuh's citations. 
An emphasis on intellectualism (manifested as 
dualism and cognitive rationality) has dominated 
American higher education since the 19th century 
and has worked against personal concern for 
students on the part of the faculty. (p.256, 1987, 
citing American Council on Education, 1949) 
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and 
In contrast, advocates for student . affairs and 
liberal education acknowledge the importance of 
values, emotions, and personal growth issues and 
argue for a holistic perspective of students' 
development in which the intellect and the affect 
are psychological domains of equal importance. (p. 
256, 1987, citing Brown, 1972) 
Emerging Paradigm in Higher Education 
In looking to the 1990's and beyond, Kuh and others 
(1986) predict that major shifts are underway. In a context 
of increasingly uncertain and uncontrollable economic 
conditions, these changes will include: 
• the makeup of the population served by higher 
education 
• our understanding of the knowledge of the natural 
world (including humanity) that is sought and 
taught at colleges and universities 
• the way we come to discover, understand and 
interpret this knowledge especially in the fields 
of sociology, psychology and education. 
By the 1990's, 50% of Higher Education students are 
expected to be part-time, over 25 years of age and commuters. 
Due to higher birth rates in the '70's, significantly larger 
numbers of African and Hispanic Americans are expected to be 
enrolled. (1986, citing Hodgkinson, 1985) 
Heisenberg's Indeterminancy Principle, the dual nature 
of light, the multiple personality type concepts derived from 
Carl Jung's work and multiple role constructs of 
Transactional Analysis are cited from Physics and Psychology 
as examples of the knowledge which is representative of and 
emerging from the new, post positivist paradigm. 
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It is suggested that these emerging realities are 
defined contextually, by when and by whom they are observed 
and cannot be "measured" in the positivist, objective sense 
of the word. (Kuh et al.,1986) 
Through the projection of contrasts between an Old Story 
and a New Story, Kuh et al. present a comprehensive view of 
the Paradigm and its implications for the Profession. Table 
1 expresses the qualities of the two stories. 
Kuh et al 2001 
Table 
Paradigm: 
(1986) 
1 
Old Story/New Story 
Old Story 
Student affairs work is: 
•Objective 
•Simple and reductionistic 
•Hierarchic 
•Mechanical 
•Determinate 
•Linearly Causal 
•Assembled 
New Story 
Student affairs work is: 
•Perspectival 
•Complex and diverse 
•Heterarchic 
•Holonomic 
•Indeterminate 
•Mutually shaping 
•Morphogenetic 
Table adapted from Clark (1985) and Schwartz and Ogilvy (1979). 
Roth and McMahon have abstracted several of Kuh et al. 
perceptions of the contrasts between the Conventional and 
Emergent Paradigms as they relate to specific areas of 
interest to Student Development. (See Table 2 below) 
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Table 2 
Comparison of Assumptions about Student Development: 
Conventional/Emergent 
Kuh et al 1987 
Conventional 
• Human Development is 
continuous, patterned, 
orderly, predictable and 
cumulative. 
• Interventions (programs, 
educational materials, etc.) 
can be designed to 
intentionally facilitate 
development. 
• Interventions can be 
transported -with 
modifications - for use in 
other settings. 
•Human development theory 
describes, predicts and 
explains students' behavior. 
• Explanatory power of theory 
can be improved if more 
advanced analytical 
techniques are used to study 
students. 
• A balance of challenge and 
support is required for 
development to occur. 
Table after Roth and McMahon, 1989 
Emeraent 
• Some features of 
development (first order 
development) seem to be 
patterned and orderly. Other 
features (second-order 
development) are spontaneous 
and unpredictable. 
• Development cannot be 
systematically influenced by 
external events or actions; 
mutual shaping by 
environments and people is 
acknowledqed. 
• Circumstances peculiar to a 
particular context or 
behavior setting preclude use 
of interventions across 
settinas. 
• Human development theory 
cannot account for or explain 
all behavior, and its use may 
exclude recognition of 
behavior not acknowledged by 
the theory. 
• 
11Bootstrap 11 approaches or 
partial, ad hoc theories of 
student behavior and 
development are useful for 
attempts to account for 
behavior in a particular 
setting. 
• Development results from a 
variety of mutually shaping 
events: direct causal 
influence of challenge and 
support actions cannot be 
assumed. 
Consistent themes within the emerging paradigm project 
an unfolding drama in which diverse and self developing 
students interact with an ambiguous and indeterminate 
environment. Co-starring in the drama is a Profession which 
is becoming aware that, through the alchemy of mutual 
6 
shaping, holonomics and heterarchy, it can make a difference. 
At the same time it is no longer certain that it can fathom, 
in a systematic way, the mystery of why and what should be 
done for, with or to whom in the emerging when and where. 
An example of this emerging reality may be the ways in 
which sincere and dedicated Professionals perceive and 
respond to the inevitable competition arising among the 
complex ecology of interests threatened by funding cutbacks. 
An indication of the curricular impact the "New Story" 
can have in Higher Education may be exemplified by the 
alterations Stanford has made in its 'Western Civilization 
and Culture' program which is now to be known as 'Culture, 
Ideas and Values', 
the yearlong mandatory freshman program carries a 
directive to provide "substantial attention to 
issues of race, gender and class 11 • [a faculty] 
enthusiast ... calls it "a more globally oriented 
course" that "recognizes at once the increasingly 
heterogeneous makeup of the country's college 
student population and America's entanglement in a 
world economy over which it can no longer exercise 
the control it once enjoyed." (Pg. B-1, Irving, 
Aug. 27 , 19 8 9) 
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Literature · Review 
Spiritual Development 
Much has been written in response to calls for attention 
to the whole student. Embracing Erikson's psychosocial stage 
model in the main, Student Development Professionals have 
seen theories of Moral, Faith, Identity and Ego Development 
evolve to broaden and deepen their understanding of students. 
(Delworth and Hanson, 1980) 
Writing on spirituality from within the profession, 
Collins, Hurst and Jacobson (1987) have called for higher 
education to give students 
the same opportunity to attain spiritual 
development as they are given in all other areas 
related to student development in the college 
years. (p.274) 
Defining spirituality, ( 11a person's relationship with 
God") in contrast to Religion, ("an institutional 
mechanism"), the authors further suggest that spiritual 
matters are not discussed in a professional or institutional 
mode due to a concern for separation of church and state. 
Contrasts are drawn between the openness and response the 
profession has given to feminism, sexual preference, minority 
issues and political activism and the reservation with which 
spiritual matters are handled. Notwithstanding this 
perception, the belief is expressed that 
Spirituality can be distinguished from other areas 
of student development. [Spirituality] does not 
lend itself to scientific study alone ... rests on 
the balance of faith and experience, on both 
revelation and reason .... [and] that new methods 
of investigation and scholarly inquiry be 
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considered that can be adapted to the topic of 
spirituality in higher education. (Collins et al., 
p. 275) 
In a paper presented at the 1989 ACPA national 
conference Roth and McMahon note the erosion of academia's 
concern for spirituality "just as many students have become 
more interested in this dimension of their lives". 
Integrating the perspectives of Erikson, Kohlberg, Gilligan, 
Fowler and Westerhoff, the program, entitled "Visions of 
Koinonia2: The Spiritual Development of College Students", 
sought to provide examples of successful programs "designed 
to en h ance spirituality while celebrating a diversity of 
beliefs". (ACPA Program Guide, 1989, p.12) 
The program suggested several possible connections 
between Spiritual Development and Student Affairs including 
Wellness, Development Theory, Ethical Leadership, 
Appreciation of Diversity, Community Development, Social 
Justice and Environmental Issues and Organizational 
Development. (Roth and McMahon, 1989) 
Several researchers (Archer, Probert and Gage, 1987, 
Emmerling, personal communication, 1989 and Hettler, 1980) 
have discussed Wellness in relation to college and university 
students. Emmerling reports current norms on the most widely 
known model for wellness, the Stevens Point Life Assessment 
Questionnaire (LAQ) developed by Hettler (1980). Defining 
wellness as "an active process through which the individual 
becomes aware and makes choices toward a more successful 
2 Greek for "community" 
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(healthy) existence", the LAQ assesses six dimensions 
including the physical, occupational, intellectual, social, 
emotional and spiritual. Using a 5 point Likert Scale 
ranging from 'almost never' to 'almost always' subjects 
respond to 14 questions regarding their spiritual life and 
values. Emmerling (1989)reports that the most recent cross 
sectional study of traditional age students shows an increase 
in the percent of positive spiritual attitude scores as age 
increases from 18 to 25. Females demonstrate a range of 
scores approximately 10% higher than males. 
In an effort to assess student attitudes towards 
wellness, Archer et al. (1987) asked 3,190 students from 11 
colleges and universities to rate each of Hettler's six 
wellness dimensions on a 5 point Likert Scale as to the 
extent each affected their health and wellness. This was a 
cross sectional study in which 96% of the subjects were of 
traditional age. The Spiritual dimension was defined as 
"philosophical or religious pursuit of personal meaning". 
Students reported their perception that the Physical 
dimension (nutrition, exercise, sleep, safety) most affected 
their wellness and that the Spiritual had the least 
effect. (1987) 
Canda (1986) notes that a need has developed among the 
social work profession for the development of "an 
understanding of spirituality that is not limited in scope to 
any single belief system". Citing the historical trend 
toward the detachment of that profession from sectarian 
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institutions and ideologies, since the 19th century, Canda 
suggests that the field "neglected specific consideration of 
the spiritual aspect of human _needs and experience". Canda's 
research utilized qualitative, descriptive methodology and 
involved literature analysis exploring Buddhist, Christian, 
existentialist, Jewish and Shamanic perspectives. The 
conception of spirituality which evolved is seen as 
the gestalt of the total process of human life and 
development, the central dynamic of which is the 
person's search for a sense of meaning and purpose 
through relationships between self, other people, 
the nonhuman world, and the ground of being (as 
. described in theistic, nontheistic, or atheistic 
terms). (p. 147) 
In a crossectional study of the membership of the 
California State Psychological Association, Shafranske and 
Gorusuch (1984) developed the following working definition of 
spirituality: 
... spirituality is "the courage to look within and 
to trust". What is seen and what is trusted 
appears to be a deep sense of belonging, of 
wholeness, of connectedness, and of openness to the 
infinite. (p. 233) 
Also cited is Batson & Ventis' (1982) assertion that 
"religion is the confronting of existential questions" and 
James' (1902) view that 
"religion and/or spirituality is qualitatively more 
than the confronting of such existential issues and 
must include a vision of the divine or a 
transcendent perspective". (p. 237) 
Taking into account the combination of interior, 
existential and transcendent dimensions implicit in their 
11 
definition and elaboration, analysis of a research sample 
(N=272, 70% male, Mean age 48.8) showed that the majority of 
members did not belong to an organized expression of religion 
but that the majority did express the belief that some form 
of spirituality is relevant in their personal life and in 
their clinical practice . 
Rolf von Eckartsberg (1981) constructed a synthesis of 
cognitive maps or graphic representations of "theo-
psychologies11 from both Eastern and Western traditions. His 
'map' incorporates the models of Frankl, Smith, Swami Rama, 
Rosenstock -Hussy and Wilber. Their work is seen as 
understanding "the human individual as a spiritual creature 
open to the reality of the divine". (p.66) 
von Eckertsberg's synthesis is represented by a 'map' in 
which the personal 'Psychocosm' is shown as a pyramid 
embraced in an 'Infinite Divine Psychic Energy Field'. The 
levels or planes of this pyramid are represented in Figure 1. 
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The central or middle sector of the pyramid represents 
the person and his temporal or existential situation bounded 
above and below by Anticipated and Remembered existence. The 
space described above the temporal sector at the Apex of the 
pyramid can be understood as the height of consciousness 
dimension. 
The apex also reflects the intensity or density of 
consciousness, the degree of vitality of the 
person, and the experience of highest value and 
being. (p. 67) 
Descending from the Apex to the Temporal are the beyond space 
and time worlds of Sacred, Moral and Aesthetic Experience and 
the realms of Denotative-Systematic Thought, Cognitive 
Mapping and Everyday Thought. Located both just above 
Anticipation and just below Remembering in the Temporal space 
of the Psychocosm is the domain of Fantasy, the "as ifs" and 
"what ifs" 
... [where] one can change his or her existential 
limitations, finitude, and facticity; and one can 
attribute to oneself all the qualities desired. We 
act as if we are omnipotent, omniscient, and 
omnipresent, with self - attributed qualities in ... 
a storehouse of potential riches and also a 'magic 
theatre' of seduction and delusion. (p. 76) 
Beneath Memory and Fantasy is the domain of Spontaneous 
Conscious and Unconscious Imaging. 
The open base of the pyramid represents depth of 
consciousness, which manifests psychologically as 
imagery arising from the various regions of the 
personal and collective unconscious ... accessible 
through the "royal road to the unconscious": dream 
experience and dream interpretation. (p. 67) 
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This realm, "discontinuous with space and time" is the 
... underworld of the psyche in the realm of 
the eternal . .. in the basic psychic reality that 
is formed by myth and divine figures ... [and] below 
this level there is narcosis, coma, and death, the 
ultimate border areas of human depth consciousness 
themselves grounded in the infinite divine psychic 
energy field. (p. 77) 
Of further note in von Eckartsberg's synthesis is his 
conviction that 
[theo-psychologists] write from a sacred world-
view and consider the person-world relationship as 
under God ... The personal and communal way of life 
is founded in the historically unfolding story of 
our community. In recognizing the spiritual and 
religious dimension in us, the theo-psychologists 
present a richer picture of the essential 
dimensions that are needed to ... represent man in 
his existence as a full human being and an 
historical person. (p. 66) 
The notion of Mind developed by Wilber is helpful to ari 
understanding of von Eckartsberg's concept of the Infinite 
Divine Psychic Energy Field. Wilber's idea of the Mind 
incorporates the Hindu and Buddhist senses of "ultimate 
reality and the ground of Being". (von Eckertsberg, 1981, 
p. 56) . For Wilber, 
11Mind ... [with a capital M to distinguish it from 
the apparent plurality of 'minds'] ... is what there 
is and all there is, spaceless and therefore 
infinite, timeless and therefore eternal, outside 
of which nothing exists. On this level, man is 
identified with the universe, the All-or-rather, he 
is the all. 11 
(Wilber, 1977, cited in von Eckertsberg, p.56) 
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Elkins and others, (1988) report an effort to define, 
describe and measure a humanistic spirituality "of those not 
affiliated with traditional religion". The authors note that 
Religion has been the mother of the world's 
greatest spiritual giants, the 'best of the 
species' in the area of spirituality. At its best, 
religion is the incubator and reservoir of the 
world's most vital spiritual values. A humanistic 
approach to spirituality is at variance only with 
narrow religion that would claim a monopoly on 
spirituality and would refuse to recognize its 
human and universal nature. (p. 8) 
Wilber addresses the issue of narrow and exclusive 
relig _j.on in Spiritual Choices. The developmental model 
expressed in his spectrum of consciousness is used as a frame 
of reference for assessing the authenticity and legitimacy of 
various religious groups and their impact on individual 
development. This suggests a hierarchy of religions rising 
from Prerational through Rational to Transrational. 
(Anthony, Ecker and Wilber, 1987) 
Citing Maslow (1970) and Dewey (1934), Elkins (1988) 
asserts that "spirituality is a human phenomenon and that it 
is more basic than, prior to, and different from traditional 
expressions of religiosity" This phenomenon requires 
"assessment approaches that would tap 'awareness of and 
interest in, the continuing, recurrent, permanent problems of 
human existence' 11 (p. 6, quoting Yinger, 1970) 
The authors propose a definition of humanistic 
spirituality synthesized from "implicit descr,iptions" 
contained in the works of William James (1958), Carl Jung 
(1933, 1964), Abraham Maslow, (1962, 1966, 1970, 1971), 
16 
Rudolph Otto (1923), John Dewey (1934), Gordon Allport 
(1950), Mircea Eliade (1959), Martin Buber (1970), Erich 
Fromm (1950), Viktor Frankl (1963) and others. 
Spirituality, which comes from the Latin, spiritus, 
meaning "breath of life", is a way of being and 
experiencing that comes about through awareness of 
a transcendent dimension and that is characterized 
by certain identifiable values in regard to self, 
others, nature, life, and whatever one considers to 
be the Ultimate. (p. 10) 
From this definition a nine component construct was derived 
which guided the development of a Spiritual Orientation 
Inventory. The inventory's nine subscales are shown in 
Table 3. 
Table 3 
Spiritual Orientation Inventory Subscales 
Elkins et al, (1988) 
Subscales 
Transcendent Dimension 
Meaning and Purpose 
Mission in Life 
Sacredness of Life 
Material Values 
Altruism 
Idealism 
Awareness of the Tragic 
Fruits of Spirituality 
An administration of the Spiritual Orientation Inventory 
(SOI) to 24 adults nominated by a panel as "high spirituals" 
and 96 graduate students showed that eight of the nine 
subscales differentiated significantly between the two groups 
in the specified direction. (1988, citing Lauri and Elkins, 
1988). 
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Elkins reports that the SOI will be normed and available 
for large scale administration and computer scanned scoring 
by Fall of 1990. He indicated that some 75 inquiries have 
been received from non-sectarian Colleges and Universities 
throughout the country. (Personal Communication, April 19, 
1990) 
An assessment measure for spiritual development outcomes 
described by Cureton, Ebbers and Bole at the 1990 annual 
meeting of NASPA is based on Fowler's Faith Development 
model. The forced choice instrument was administered to more 
than 400 undergraduates at a midwestern Christian college. 
Cureton indicates that the measure assesses religious 
behavior, belief and perceptions. Results suggest that 
undergraduates will seek non-clergy spiritual mentors and 
prefer para-religious activities to church attendance. No 
gender or ethnic bias is apparent, though a slight difference 
was noted in the direction of rural versus urban origins. A 
qualitative adjunct to the instrument is now being develpped. 
(Personal communication, March 21, 1990) 
Acknowledged as a significant aspect of the whole person 
and a person's wellness, Spirituality has become the subject 
of serious study by the profession. Hettler, Elkins and 
Cureton have developed quantitative approaches to its 
assessment. 
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Psychosocial Development 
Erik Erikson's theory of psychosocial human development 
describes a hierarchy of eight chronological stages through 
which an individual grows. The creative interaction among 
internal resources and needs and external demands and 
challenges stimulates the growth while making use of the 
skills developed in the earlier stages. The focus of this 
process is the development of and continuing maintainence of 
Ident _j. ty. A synthesis of Erikson's thought regarding 
identity is proposed by Widick, Parker and Knefelkamp. (1978) 
The person has a subjective core self-image which 
provides continuity and sameness; put simply he 
knows who he is and can envision those qualities 
which are most central to his existence. With a 
subjective sense of self, the person can look back 
and recognize himself in the child he was ten years 
ago, or look forward and fairly accurately predict 
what he will be like in the future (p. 7) 
As Table 4 indicates, the college years for a traditional age 
student are central to the task of Identity formation and are 
represented by Erikson's Stage 4. 
Knefelkamp, 1978) 
(Widick, Parker & 
Erik 
AGE 
0-1 
2-4 
5-6 
7-12 
13-21 
21-35 
36-60 
61+ 
Table 4 
Erikson's Stages of Development 
I 
II 
III 
IV 
V 
VI 
VII 
VIII 
STAGE 
Trust vs. mistrust 
Autonomy vs. shame and doubt 
Initiative vs. guilt 
Industry vs. inferiority 
Identity vs. role confusion 
Intimacy vs. isolation 
Generativity vs. stagnation 
Integrity vs. despair 
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In applying Erikson's concepts to empirical study, James 
Marcia used structured 30 minute interviews with 800 college 
age students. His research resulted in a model of four 
possible identity statuses or outcomes. Table 5 shows each as 
it reflects the coping style expressed by students faced with 
the identity task. The statuses are not fixed 
characteristics or traits. Rather, they may be viewed as a 
"sequence of stopping off points along the identity 
resolution path". (cited in Widick, Parker and 
Knefelkamp,1978) 
Foreclosed 
•No Crisis 
•Commitments 
Table 5 
James Marcia's Identity St°atus' 
Identity Diffuse Moratorium 
•No Crisis/Past •Crisis 
Crisis Experienced 
·No Commitments •No Commitments 
Achieved 
Identity 
•Crisis 
Experienced 
•Commitments 
For Marcia, crisis refers to the times when an 
adolescent is "actively choosing among alternative 
occupations and beliefs. Commitment refers to the degree of 
personal investment the individual expresses in an occupation 
or belief". (p.119, 1966). 
Though his initial work studied only males, later work 
(Marcia & Friedman, 1970, Marcia & Miller, 1980, Scheidel & 
Marcia, 1985) did study females. This work suggested that 
some gender differences may exist, particularly in the area 
of the Foreclosure status (1970) and the relationship between 
intimacy and the achieved identity status (1980, 1985). 
Interestingly, the 1980 study compared scores on Marcia's 30 
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minute interviews with those on the Inventory of Psychosocial 
Development (IPD) (Constantinople, 1969, cited in 1980) for 
29 mature women aged 21 to 59. Results indicate that 
Identity Achievement women scored significantly 
higher than women in the other statuses on all IPD 
stages except for intimacy and trust; on these two 
variables, they scored about the same as 
Foreclosures, and these two statuses together 
scored significantly higher than did the others. 
Identity Diffusion women scored lowest of the 
statuses on all IPD variables. On 6 out of 7 IPD 
variables Foreclosures were more similar to 
Achievements than were Moratoriums--a contrast with 
findings for men on similar measures ... (p. 2) 
Cognitive Development 
While Pychosocial theories of development deal with what 
concerns and decisions students have and are making, the 
Cognitive developmental theories consider how students will 
process that information and experience and what shifts in 
reasoning take place. The work of Piaget is at the core of 
these theories. Three assumptions are inherent in Cognitive 
Developmental theory . 
First, is that a Structural Organization consisting of 
"'schemes', 'conceptual systems', 'personal constructs', 
'forms', 'styles', 'plans' [or] 'programs'" exists (King, 
1978, p. 37) through which humans filter or interpret the 
information they receive from the outside world. The 
structure of the thought processes in particular, may be 
inferred through studying behavior. 
Second, these structural organizations evolve in a 
Developmental Sequence that is hierarchical and generally 
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invariant. Each stage represents a qualitatively different 
way of thinking and the highest stage "is an operational 
definition of human effectiveness in that it spells out the 
'most adequate' mode of processing information or of 
interpreting stimuli." (p .36) Interactionism is the third 
assumption governing cognitive development theory. The 
environment's ability to create stimuli which challenge a 
current structure's capacity to handle the new information is 
critical to the process. In attempting to adjust to the 
"dissonance or disequilibrium" (p. 36) created, an individual 
reorganizes, modifies or replaces the structure to 
accommodate the increased complexity. 
King notes three further contributions of Piaget to 
Cognitive Development theory. These are his observations 
that "development proceeds at an irregular rate", that once a 
stage is achieved, 
[t]here exists a process of within stage 
development ... in which the capacity of the person 
to use his highest stage operations is gradually 
expanded to include a wider range of "content" 
areas. (p. 37) 
and that for some stages "[a] major part of the developmental 
process includes 'decentering', the shifting of focus from 
self to the larger world 11 • (p. 37) 
Ethical Development 
William Perry has constructed a cognitive stage theory 
of Ethical and Intellectual Development which consists of 
nine positions representing four general orientations to the 
perception of knowledge and other points of view. Perry's 
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model moves from Dualism to Multiplicity to Relativism to 
Commitment in Relativism. 
Dualists see matters as black or white, right or wrong. 
This perspective is accompanied by the belief that an 
absolute authority or teacher exists whose job it is to 
_ommunicate these absolutes to the student. 
Multiplists accept diversity and the idea that others 
have a right to another opinion. The existence of absolutes 
and the authority allow for this. Recent speculation 
sugg~~ts that Multiplists do not exist as a separate entity 
from Relativists. 
In Relativism, the student sees beyond acknowledging 
differences to their validity as part of a larger whole. All 
views including the authority's are relative and contextual. 
Absolutes are special cases of this diversity. 
With Commitment in Relativism, the student establishes a 
commitment in some area and through experiencing its 
implications develops an understanding of responsibility for 
and to the ethical and intellectual positions held. This 
ongoing development results in an affirming harmony among 
identity, commitments and lifestyle. 
Kurfiss has demonstrated that Perry position scores 
increase with years in college (1975, cited in King, 1978b). 
This research reports average position scores by class of 
2.84 (Freshmen), 3.13 (Sophomores), 3.55 (Juniors) and 3.48 
(seniors). 
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Perry's work may provide a cognitive frame of reference 
for the emerging views of the ways in which students 
perceive, experience and value relationship with self and 
other . 
Moral Development 
Lawrence Kohlberg and Carol Gilligan have studied Moral 
Development. 
Kohlberg's construct involves three levels, . 
Preconventional, Conventional, and Postconventional, 
Autonomous or Principled. Each level consists of two stages 
which describe how students see themselves in relation to 
others and what perceptions and attitudes inform their moral 
decisions. 
Preconventional, Stage 1 behavior exhibits a punishment 
and obedience posture reflecting concern for self. 
Preconventional, Stage 2 involves self serving concern for 
another which can be expressed as "you scratch my back and 
I'll scratch yours". 
Conventional, Stage 3 reflects a movement into concern 
for groups, conforming to group norms and living up to what 
one perceives as expected. Conventional, Stage 4 exhibits 
growth in terms of concern for the safety and preservation of 
society through what is essentially a "law and order" 
orientation. 
Principled, Stage 5 behavior involves "doing what is 
right, regardless of the rules". With this perspective an 
individual would feel an obligation to contract, law and 
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obligations entered into freely while being concerned for 
some specific rights such as life and liberty no matter what 
the rules. Principled, Stage 6 behavior is based on the 
belief in valid, universal, moral principles. If laws are 
seen to violate these principles, one adheres to the 
principle. Justice, Equality and respect for everyone's 
dignity as individuals are principles included at this stage. 
In a review of research on Kohlberg's model Smith 
reports that "the predominant mode of thinking among college 
students in general is conventional reasoning of a Stage 3 or 
Stage 4 type". (Smith, 1978, p. 58) 
Smith also notes that Gilligan (1977) reported the 
concern that Kohlberg's scoring system favors men. (1978) 
The basis of Gilligan's thesis rests in the fact that the 
subjects of much of Kohlberg's work were white, middle class 
males. 
From Gilligan's point of view, men learn to separate 
from relationship with their primary (female) caregivers , at 
an early age and then in adolescence they are routinely 
launched into identity development through competitive 
differentiation from their male models and/or peers and a 
rite of passage which is manifest through some autonomous 
activity. At a later time, relationship to others, whether 
as individuals, social groups or the human race as a whole 
becomes a desired developmental goal. If this higher stage 
develops it is only after the establishment of a unique and 
self-centered identity. 
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In contrast, the female child is not separated in any 
physical or symbolic way from the modeling of her primary 
caregiver. Women are linked to a relational, caregiving 
model valuing empathy and compassion. Women evolve their 
identities through exercises in relationship and 
responsibility while men seem to develop theirs through 
structured competitions that rely on rules which support 
fairness, justice and individual rights. 
Gilligan suggests a theory of moral development that 
ernbra~es an ethic of care and compassion as well as of 
fairness and justice. The theory focuses on transitions 
involving the central problem of conflict between self and 
others. Gilligan's model suggests movement through three 
levels of awareness within this tension: (a) Centered on 
Self, (b) Goodness as Self-Sacrifice and (c) Care as 
Universal Obligation. (Gilligan, 1982, Roth & McMahon, 1989). 
Given the importance of relationships to the development 
of college students, potential connections among spiritual 
attributes and the process of moral development promise 
significant insights into the way students come to value and 
experience themselves, their environments and others. 
Religious Development 
Worthington (1989) has surveyed the literature on 
religious, spiritual and faith development across the life 
span from the perspective of clinical counseling. This work 
concludes that a developmental structure appears to apply in 
these aspects of human growth at least through adolescence 
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and perhaps young adulthood or Erikson's Stages IV/V. After 
this, it is suggested that either transition theory or life-
event models are more reliable predictors of activity and 
growth in the religious domain. 
Worthington gives particular attention to the models of 
Jung, Allport, and Fowler3. Of Jung he notes 
Jung (1958, 1973) proposed a system of spiritual 
and religious development. He was attracted to 
Eastern as well as Western religions as an adult. 
According to Jung, during the early years, the 
human is deeply involved in ego concerns, in 
rational order, and in logical systems of religion. 
However, as the person reaches middle age, he or 
she often is awakened to the need for wholeness and 
balance in life, which opens the door for religious 
experience. ( 1989, p. 567) 
Worthington understands Gordon Allport's Theory of 
Religious Sentiments as a three stage developmental model in 
which 11 [r]eligious sentiments are religious beliefs 
(empowered by affective energies) that lead to consonant 
religious and secular behaviors". In childhood the person is 
in the "raw credulity" stage which is characterized as 
authoritarian, childiph and irrational. This gives way to 
the pervasive doubt of a second stage in which the faith or 
religion of one's birth is tested. In the third stage 
the person henceforth lives with ambiguity, doubt 
and faith alternating. Some develop mature faith, 
in which they find more strength in the 
affirmations of faith than in the doubts. Others 
develop disbelief, in which doubts predominate. 
Still others develop doubts and affirmations of 
essentially equal strength; they are agnostic. 
(Allport, 1950, cited in Worthington, p. 565, 1989) 
3Fowler's work on Faith Development is described in greater detail 
below. 
27 
Worthington's view of adult religious development would 
seem to confirm the findings of Oswald and Leas (1987) who 
studied 21 main line Protestant congregations and the process 
of newcomer assimilation within them. The study covered 4 
years and made use of life story interviews of more than 400 
persons who had been members of these congregations for less 
than three years. Results indicated that prior to joining, 
52% had moved, ten percent became married and the balance 
were experiencing other major transitions including birth of 
a child, death of family member/friend, the aging of a 
parent, a difficult teen, substance abuse by a friend, 
relative or spouse, a divorce or the breakup of a significant 
relationship. 
In an immediate response to Worthington's article, 
Hendlin (1989) argues for something more than maturity. 
Hendlin asserts that the article "is heavily biased toward 
dualistic, exoteric-mythic, Western institutionalized 
religion". (p. 617) This leads to his question 
Is there room for the concept of personal 
"enlightenment" in our Western theories, or are 
"religious maturity" and "faith" all that we are 
willing to accommodate? (p. 619) 
For Hendlin, more exposure to the notions of spiritual 
and transpersonal as expressed especially by Wilber might 
provide a more balanced and inclusive perspecti ve for the 
counseling profession. 
Roberts (1984) points out that religion has most often 
been studied from a sociological point of view using 
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historical analysis, some experimental design, participant 
observation, survey and content analysis. In a concluding 
comment regarding efforts "to formulate empirical research 
procedures and sociological theories which assume the reality 
and efficacy of the supernatural" (citing Garrett, 1974 and 
Paloma, 1982a) Roberts declares 
the meaning of a transcendent dimension of life for 
individuals can never be fully grasped through 
objective, scientific study . 
... [and, citing Paloma (1982b)] scientific 
empiricism is itself a world view and ... the 
determinism of the social sciences can dull one's 
sensitivity to the mystical, intuitive, symbolic· 
imagisitic side of life. (p. 405ff, 1984) 
Finally, Robert's quotes Milton Yinger (1970). 
No one would claim that the analysis of paint, 
painter, and patron exhausts the meaning of art; 
we are becoming cautious about making equivalent 
claims for the analysis of religion. The scientist 
must realize that propositions derived from 
objective study do not exhaust the meaning of 
things. (p. 406, 1984) 
Faith Development 
Through analysis of more than 500 extensive interviews 
(up to 3 hours long), theologian-developmentalist James 
Fowler and his associates have constructed and tested a seven 
stage model of Faith development (1981, 1984, Moseley, 
Jarvis, & Fowler, 1986). The interviews explored four areas: 
Life Review, Life-shaping Experiences and Relationships, 
Present Values and Commitments, and Religion. (1981) 
Respondents ranged in age from 3.5 to 84 years with the 
largest number (25.1%) between 21 and 30. The sample was 
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equally divided by gender and was largely white and 
Christian. Table 6 presents the model. 
James Fowler's 
Table 6 
Stages of Faith Development 
Age Stage 
Prenatal 
- 2 
2-6 
7-12 
13-21 
22-35 
36-60 
60 plus 
Primal 
Intuitive-
Projective 
Mythic-Literal 
Synthetic-
Conventional 
Individuative-
Reflective 
Conjunctive 
Universalizing 
Characteristics 
•Somatic experience of "threat 
of negation in ... emergence 
into life" 
•experience of "mutuality of 
need", "roots of confidence", 
"memories of parental presence" 
(Fowler, 1984,p.52 ff) 
•Fantasy unrestricted by logical 
thought 
•Experiences produce 
uninterpretable images 
•Images last lifetime; 
interpreted later 
•Begins to take on community 
beliefs, practices 
•Narrative gives coherence to 
experience 
•Contradiction in story 
initiates stage shift 
• Experience structured in 
interpersonal terms 
• Conformity vs Independence 
•Formation of personal myth 
to reconcile past with 
expected future and 
personality 
•Unavoidable tensions 
•Develop dual reality: 
Identity/World View 
•Characterized by clear, logical 
distinctions 
•Integration of Identity and 
World View 
•Symbolic power re-united with 
conceptual meanings 
•Division between untransformed 
world and transforming vision, 
loyalties and beliefs 
•Rare 
For Fowler, "faith is a human universal". It is an 
imperative invoked by the realities of the human condition 
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that include a "universal awareness of death", the need to 
"make life defining choices under conditions of uncertainty 
and risk" and a duality encompassing the mundane and 
"mystery". 
We do not live long or well without meaning. 
That is to say, we are creatures who live by faith. 
(1984, p. 50) 
Developmental and educational psychologists, Rich & 
Devitis, in a broadly based historical survey of moral 
development theories compare conventional definitions of 
faith with what they term Fowler's stipulative definition, 
which helps individuals "in creating conceptions of ultimate 
reality and answering such questions as, 'What is the meaning 
of life?'[4] 11 • (1985, p. 105) 
Here are some conventional definitions of faith: 
"firm belief in something for which there is no 
proof 11 [ 5] or "an attitude of belief which goes 
beyond the available evidence." [6] ... It is 
necessary, then to examine the stipulative 
definition to ascertain whether Fowler is warranted 
in employing it in terms of success or failure in 
generating fruitful and creative ideas ... [for 
conceiving of and coping with reality]. 
Faith helps to shield us from our nakedness and 
provide the courage to face the abyss that 
surrounds us. It helps us to develop an ultimate 
environment, a dependable life span. Faith is 
universal, whether one is a Hindu, Christian, or 
Marxist. Each person is born with a capacity for 
faith, but it requires a nurturing environment to 
grow. Faith is not always religious ... [i]t is the 
way that individuals find coherence and meaning in 
4 (Fowler, 1981) 
5Webster's Ninth New Collegiate Dictionary. Springfield Mass., Merrian-
Webster, 1983. 
6 Reese, W. L.: Dictionary of Philosophy and Religion: Eastern and 
Western Thought. Atlantic Highlands, N. J. , Humanities Press, 1980, p 
166. 
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their lives; it is a person's way of relating to 
others against a backdrop of shared meaning and 
purpose . 
... It is an active mode: a way of trusting, 
commiting, and relating to the world; and by these 
commitments ... values are conferred that may be of 
transcendent worth. Thus linkages are formed with 
others ... [that] are based on trust and loyalty. 
[F]aith itself, according to Fowler, is a way 
of seeing our life in terms of holistic images; 
our knowledge begins with images and is stored in 
images. An image is a vague inner representation 
[of] one's feeling about a state of affairs. 
Images, therefore, precede concepts and are deeper 
than them .... our first stage of shaping a 
re s ponse is to scan images to discover what we know 
ab out something. The world's religions, for 
instance, evoke the imagery of the ultimate 
conditions of existence. But because some person's 
imagery of ... the ultimate conditions of existence 
... may be impersonal, indifferent or randomly 
chaotic rather than structured and coherent does 
not mean that it is not an image of faith. The 
opposite of faith is nihilism, not doubt. It is 
the nihilist who despairs in finding any meaning in 
life and is unable to image a transcendent 
environment. (1985, p. 105 ff.) 
The rarity of Fowler's Stage 6 Universalizing Faith can 
be attributed to the fact that it is defined by and through 
empirical extensions of cognitive developmental theory 
implicit in the evolution of prior stages, especially Stage 
5. In fact, very few Stage 6 individuals have been 
identified. At Stage 6, the more narrow egocentric concerns 
of an individual are 
transcended because they are ordered by an all-
encompassing ideal or vision of the good that is 
indicative of a sense of relationship to and 
participation in the whole or totality of being. 
(1986, p. 177) 
In scoring interview responses Fowler seeks to evaluate 
"the ways in which a subject 'operates' on seven specific 
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content areas". These content areas or aspects express 
primarily cognitive content (Form of Logic, Form of World 
Coherence, Symbolic Function) or psychosocial as well as 
cognitive content (Locus of Authority, Social Perspective 
Taking, Bounds of Social Awareness, Form of Moral Judgment). 
As Stage 2 progresses to Stage 4 within each aspect, Fowler's 
developmental view appears substantially grounded in Piaget 
and Kohlberg. 
Within Synthetic-Conventionals, the most common stage 
encountered in college students, "an intense concern for the 
building and maintaining of interpersonal relationships 11 is 
noted. As Table 6 notes, the theme of conformity versus 
independence play~ an important role in developing the sense 
of self which emerges during this period. 
In 1984, Fowler and his associates began using an 
optional Li fe Tapestry Exercise in conjunction with some 
standard Faith Development structured interviews. Subjects 
are encouraged to view this biographical exercise as if 
writing a drama or play. In addition to helping to condition 
the subject's reflective process for the structured 
interviews, these tapestries have been useful as validation 
references for coding specific aspects. (Moseley et al.,1986) 
Fowler's work suggests the possibility of considerable 
overlap among the definition of Faith implicit in his work 
and the definition of Humanistic Spirituality proposed by 
Elkins and others (1989). Analysis may show that both models 
measure substantially the same attributes. Analysis of the 
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aspects described in the Manual for Faith Development 
Research (Moseley et al,1986) suggests connections and 
overlaps in the study of Moral, Identity and Ego development 
as well. 
Humanity Development 
Figure 2 has been developed to provide a frame of 
reference within which to understand apparent relationships 
among several aspects of Human Development. These are the 
focii of Human Development research which are often noted in 
student development literature and which may bear on the 
present research. 
Figure 2 
Humanity Development: A tentative integration 
SPIRITUAL FAITH 
PSYCHOSOCIAL COGNITIVE 
RELIGIOUS HORAL 
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Conceptually, these constructs are seen to be related as 
more or less cognitive, more or less psycho-social and more 
or less affective. It may also be useful to understand them 
as reflecting or refracting aspects of each other. These 
interconstruct vectors and dynamics are suggested to some 
extent by the positions of each around the Figure 2's 
periphery as well as across its central cell. 
Identity Development 
Seen in the perspective of the representation shown in 
Figure 2 above, the literature would suggest that Human 
Development, especially in the years associated with 
traditional age college students is the process of Identity 
Development. The manner in which individuals understand and 
evolve relationship among self and others and the way in 
which they make meaning in their life is central to this 
process. 
Developmental Psychologist, Robert Kegan (1982) advances 
the theory that individuals grow through meaning making ~n 
five developmental stages during which environment-self 
interactions alternately emphasize independence/autonomy or 
inclusion/community. 
This series of balances or truces through which identity 
evolves can be understood to represent aggregates of meanings 
about a person's subject-object relations and the "basic 
organization of the psychological self". A coherent 
structure incorporating emerging attributes for each balance 
can be described t~rough a series of emotional, motivational, 
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psychodynamic, cognitive and sociomoral filters. (Kegan, 
1982, p. 74) 
Identity and Life Story 
In an extensive use of biography, McAdams (1985) studied 
Identity Development in 90 college students and 50 midlife 
adults utilizing a personological methodology. Personology 
is 
Historically grounded in the writings of Henry 
Murray (1938, 1955), ... [Personology] has · 
emphasized the study of the whole person in his or 
her sociohistorical context. In addition, 
p ersonologists have traditionally adopted 
b iographical approaches to the study of human lives 
and have often focused their inquiries upon 
fundamental human motives. Thus, the whole 
person, biography and motivation are three major 
themes ... in my own inquiry into the life stories 
which make up human identities. (p. 20) 
McAdams collected life stories by means of lengthy 
questionnaires incorporated with "identity journals" written 
over the course of a semester by students in developmental 
psychology courses. Less comprehensive individual interviews 
conducted by a graduate student and patterned on the 
' identity journal' questionnaire were administered to 
volunteer evening school students 35 to 50 years of age. 
Both groups were also given the Thematic Apperception Test 
(TAT), Washington University Sentence Completion Test (WUSCT) 
and several other paper and pencil measures. 
Citing Grotevant & Cooper; 1980, Marcia, 1966; and 
McAdams, Booth and Selvik, 1981, as efforts that have been 
made to measure the identity formation process, McAdams 
contends that the question of "the content and structure of 
36 
the identity configuration has been avoided". (p. 17) 
Quoting from Erikson's Young Man Luther, he suggests that in 
young adulthood 
men and women come to see ... life in continuous 
perspective, both in retrospect and in prospect, 
... selectively reconstructing [the past such that] 
we do chose our parents, our family history, and 
the history of our kings, heroes, and gods. 
(Erikson, 1958, p.112, quoted in 1985, p. 41) 
Effectively, this means that to achieve identity is to 
choose, to create, to fashion a life story. (1985) 
In developing his "identity as life-story metaphor", 
McAdams suggests that 
the identity configuration to which Erikson alludes 
is a configuration of plot, character, setting, 
scene, and theme. 
Individual identities may be classified in the 
manner of stories. Identity stability is 
longitudinal consistency in the life story. 
Identity transformation - identity crisis, identity 
change - is story revision ... 
The problem of identity is the problem of arriving 
at a life story that makes sense - provides unity 
and purpose - within a socio -historical matrix that 
embodies a much larger story ... In this way 
identity is truly psychosocial: ... a joint product 
of person and environment In a sense the two write 
the story together. (p.18) 
Having arrived at young adulthood or the latter phases 
of Erikson's Identity vs. Role Confusion, (Fowler's 
Synthetic-Conventional) a college student begins to absorb 
significantly wider ranges of new information in the form of 
facts and experiences. This new information, either 
cognitively or affectively shaded, tends to reframe their 
perspectives and stimulates an initially unconscious and 
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perhaps uncritical review of the content of the life story 
they absorbed and which was principally shaped by authority 
during what Erikson calls the Industry vs Inferiority period 
(7-12 yrs) (Fowler's Mythic-Literal Stage). 
McAdams (1985) suggests it was at this earlier point 
that an emerging person learned to ask what being 'good' 
meant both as a sense of competence and as an understanding 
of the environment's expectations. As the young person moves 
through early and middle adolescence, opportunities to begin 
choosing among occupations and activities or to adapt 
inherited ideological perspectives are presented. An 
individual's response to these opportuni tie ·s determines 
Identity Status. (Marcia, 1966) 
In amplifying the environmental role, McAdams quotes 
Jerome Bruner. (1960) 
[Bruner] writes that the 'mythologically instructed 
community provides its members with a library of 
scripts' against which the individual may judge his 
or her own 'internal drama' ... 'Life, then, 
produces myth and finally imitates it' (p. 281ff 
quoted in 1985, p.18) 
McAdams' metaphor of identity as story extends to the 
story writer or 11biographer of self 11 • (p. 19) Citing 
biographer Leon Edel's assertion 
When the biographer can discover a myth, he has 
found his story. He knows the meaning of his 
material and can choose, select, sift without 
deceiving himself about the subject of his work 
(Edel 1978, p. 2, quoted in 1985, p.19) 
McAdams concludes 
that when the person finds (creates, constructs) a 
personalized life myth or story, he or she no 
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longer "deceives" the self and world. The story 
provides a coherent narrative framework within 
which the disparate events and the various roles of 
a person's life can be embedded and given meaning. 
The story provides a pattern for the scattered 
identity pieces of the protean man. The story is 
an antidote for bad faith. (p. 19) 
McAdams proposes a Life-Story Model of Identity 
incorporating four components: (1) Ideological Setting or 
values, beliefs and "faith" and one's "view of the ultimate 
environment" (quoting Fowler, p. 29, p. 65), (2) Imagoes or 
characters described as Archetypes and the pantheon of 
mythology, (3) Nuclear Episodes or critical scenes and (4) 
Generativity Scripts _ or "what one hopes to put into life and 
what one hopes to get out of life before one is too old to be 
generative". (p. 65) 
The Life-Story Model conceives these components as 
having more or less structure or . arrative Complexity. This 
complexity is seen as being an indication of the stage of Ego 
development of the story teller. Ego stage is referenced in 
terms of Loevinger's 10 stage construct. (Knefelkamp, Parker 
& Widick, 1978) 
Providing thematic content to each component are varying 
amounts of the motives of Power and Intimacy. McAdams sees 
the themes of Power and Intimacy operating in something of a 
dialectic process out of which these motives or "springs of 
action" (citing James, 1890) synthesize the creativity or 
generativit y in a person's life. 
Describing motive as 
a personality disposition for the individual 
[which] ... serves to energize, direct, and select 
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behavior and experience within the context of 
constraints and opportunities afforded by the 
environment. (1985, p.71) 
McAdams goes on to reject theories which argue that there are 
many motives (citing Murray, 1938 and McDougall, 1908) or 
just one motive (citing Adler, 1927 and Rogers, 1951) in 
favor of those which propose dichotomies and which 
imply that humans are, by their motivational 
nature, beset with conflict, and that the telos of 
development and therapy is reconciliation of 
opposites. (1985, p. 73) 
In tracing the theoretical family tree of his thoughts 
relating to the power-intimacy dichotomy, McAdams recalls 
several ways in which the tension between these 
manifestations and expressions of human energy have been 
characterized through the years. He begins with the 5th 
century B.C. philosopher, Ernpedocles' assertion that Love and 
Strife were the organizing principles through which earth, 
air, fire and water combined "in different proportions to 
produce all matter in the world". (1985, p_69) 
During the 20th century, McAdams cites Freud's 
progression (1900/1953, 1920/1955) from a bi-level 
motivation concept involving "life-maintenence instincts 
(such as hunger) and the pleasure-inducing instincts 
(libido)" to a dichotomy of life instincts (Eros) and death 
instincts (Thanatos). (1985, p.73) 
With perspectives similar to Freud's, McAdams notes that 
Otto Rank (1936) and Andras Angyl (1941) have 
proposed motivational dichotomies .... Rank 
maintained that fear of life and fear of death were 
the two primary forces in human lives. Angyl 
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suggested the need for autonomy and the need for 
surrender .... [and] David Bakan has argued that two 
fundamental "modalities" exist in all living forms. 
The first agency, refers to the separation of the 
individual from others and from context; the 
second, communion, refers to the coming together 
of individuals and a merger with context. (1985, 
p. 73,underscoring mine) 
Table 7 represents the relationships among the elements of 
McAdams' Life-Story Model 
Table 7 
McAdams' Life-Story Model of Identity 
(1985) 
Component 
Ideological 
setting 
Imagoes 
Nuclear 
Episodes 
Generativity 
Script 
Narrative Complexity 
Indicator of ego 
development 
Complex ideology, more 
questioning 
Thematic Lines 
Content of motive 
Intimacy: care, 
responsibility 
Power: rights, justice 
Integrated imagoes Intimacy: communion 
Power: agency 
More and varied episodes Intimacy: love, dialogue, 
sympathy, touch 
Complex script, varied 
goals 
Power: strength, 
influence, action, status 
Intimacy: 
Communal generativity 
Power: Agentic 
generativity 
The identity journals of 78 of 90 students provided the 
data for study related to the Ideology. The question, in 
part, invited students to 
[d]escribe in as much detail as you see fit your 
present religious beliefs. [o]ne need not be a 
regular church attender to have a well articulated 
religious belief system. Religious belief can 
refer to your most basic thoughts and feelings 
about the universe and the human being's place in 
it. (p. 287) 
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Accordingly, McAdams notes that the ideology being studied is 
essentially Religious Ideology and that 11 [f]uture study 
should extend ... into ideological realms outside the sphere 
of religion". (1985, p.235) 
In developing his construct for indicating Ideological 
complexity, McAdams drew heavily upon Fowler, Kohlberg and 
Perry. Each of the 78 respondents were scored on a scale of 
0 to 5. Table 8 reflects the scale, the number of responses 
in each category and the corresponding stage or level from 
each of the contributing sources. 
Table 8 
Distribution of scores on the 
religious ideologies and their 
developmental scales. McAdams 
Ideological • Complexi ,..yn=7 8 
0. No ideology 1 
. 1. Rules of conduct 5 
2. Vague beliefs 19 
3. Dogma or creed, 32 
conventional 
4. Personalized system, 20 
vague 
5. Personalized system, 1 
integrated 
structural complexity 
relation to other 
1985 
% Fowler Kohlberg 
1. 2 
6.4 
24.4 between 
2 & 3 
41. 0 3 4-4.5 
25.6 4 
1. 2 
of 
Perry 
mid 
relative 
When the structural complexity of the Religious Ideology 
of respondents was compared with Loevinger's Ego stages, a 
high correlation was found between those scoring high in 
complexity and high in ego development (Stage I-4 and above 
or Conscientious and above). Conversely, lower Complexity 
scores reflected lower ego stage development. (Stage I-3/4 
42 
and below or Conscientious/Conformist). The results indicate 
a highly significant difference for ego stage and complexity. 
Gender was unrelated to complexity. 
McAdams analyzed the same set of answers for reference 
to an ideology of Rights, Laws and Principles (RLP) 
corresponding to the Power motive or one of Compassion, Care 
and Responsibility (CCR) corresponding to the Intimacy 
motive. This delineation was suggested by Gilligan's (1982) 
hypothesis that there are two ideological voices which are to 
some extent related to gender in terms of the sequence in 
which they emerge in development. McAdams reports the Male 
score to be "very close to being statistically significant". 
(1985, p. 241) There was no support for a gender 
relationship on RLP content. 
In terms of content in Generativity scripts, the study 
showed that a strong correlation existed between high Power 
motivation assessed via the TAT and "agentic" future scripts. 
A similar correlation existed between Intimacy motivatiop and 
"communion" thematic content. With regard to the level of 
generativity in Generativity Scripts, McAdams found that 
among the 50 midlife adults studied, 
[those] whose life stories evidenced the greatest 
concern for generative action in the future tended 
to score high on power and intimacy combined. 
( 19 8 5, p. 27 3) 
Finally, McAdams found that when comparing the data on 
Generativity scripts with that of the Nuclear episodes, there 
were correlations between power/agency themes in future 
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scripts and power scores in peak, nadir and positive 
childhood experiences. This suggests continuity between 
episodes in the past and the level of action envisioned in 
the future. Similarly, a significant correlation is found 
among intimacy/communion themes in generativity scripts and 
scores in nadir experiences. 
Both the content and methodology of McAdams' work may 
bear strongly on the study of spiritual development . The 
balance of power and intimacy or agency and communion (in 
Kegan's terms autonomy and inclusion) would seem to connect 
in a fundamental way with a person's valuing and experiencing 
of relationship. The study of student life story (past, 
present and projected) and the use of evocative images may 
provide a rich source of data about the state and evolution 
of Spiritual awareness and development. 
Personal Mythology and Myth 
The use of life story in the form of personal mythology 
in a clinical setting involving more than 2000 clients is 
reported by Feinstein and Krippner (1988). Their work grew 
out of research at Johns Hopkins and is organized around the 
following premises. 
1.) Myth making, at both the individual and the 
collective levels, is the primary though often 
unperceived psychological mechanism by which human 
beings navigate their way through life. 
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2.) People in contemporary cultures are more 
capable of constructing distinctively personal 
mythologies and reflecting upon those mythologies 
than in any previous period of history - and the 
need to become conscious of the mythologies we are 
living out is more urgent than ever before. 
3.) By understanding the principles that govern 
your underlying myths, you become less bound by the 
mythologies of your childhood and of your culture, 
and you may begin to influence patterns in your 
life that once seemed predetermined and went 
unquestioned. (1988, p. 4) 
Feinstein and Krippner (1989) use a five stage approach in 
their therapy which incorporates guided imagery and 
journaling. For the purposes of the research contemplated by 
this proposal, their use of guided imagery as a means of 
inducing mythological thinking may hold promise. 
Joseph Campbell, presents a view of the historic pattern 
of mankind's mythic sources which would seem to support the 
second of Feinstein and Krippner's premises. Campbell notes 
that as humanity has tried to make sense out of its 
relationship with the Unknowable , (that is, God, the 
Transcendent, the Ultimate, the Ground of Being, etc.) it 
has looked to three external sources for its myth making. 
First among these was the animal kingdom and second the 
world of planting. When these orders of creation lost their 
numinous and mysterious qualities as they came under social 
control, humanity then looked to the cosmos, 
[w]hereupon the great field of instructive wonder 
shifted - to the skies - and mankind enacted the 
great pantomime of the sacred moon-king, the sacred 
sun-king, the hieratic, planetary state, and the 
symbolic festivals of the world-regulating spheres. 
(1968, p. 390) 
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Campbell goes on to suggest that with the Enlightenment and 
the demystification of physical science and astronomy 
followed by humanity's initial conquest of space the role of 
the Cosmic order as a source of meaning or sensemaking was 
also lost. 
The descent of the Occidental sciences from the 
heavens to the earth ... and their concentration 
today, at last, on man himself {in twentieth-
century anthropology and psychology) [has made] . 
... man himself ... the crucial mystery. Man is 
that alien presence with whom the forces of egoism 
must come to terms, through whom the ego is to be 
crucified and resurrected, and in whose image 
society is to be reformed. Man, understood, 
however, not as 11 I 11 but as "Thou": for the ideals 
and temporal institutions of no tribe, race, 
continent, social class, or century, can be the 
measure of the ... divine existence that is the life 
in all of us. (p. 391) 
In an interdisciplinary study embracing comparative 
religion, the history of religions, anthropology, sociology 
and myth criticism among others, Bruce Lincoln (1989) has 
suggested a definition of Myth with relation to History and 
other narrative forms. Lincoln presents an explanation of 
how Myth is used by social groupings to define borders, to 
establish peer relationships and to carry ancestral 
invocations. Lincoln ranks the narrative forms of Fable, 
Legend, History and Myth in an ascending order of power based 
on the valence of the Truth-claims, Credibility and Authority 
each possesses. Table 9 represents Lincoln's ranking of 
narrative forms. 
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9 Table 
Classification of 
(Lincoln, B. 
narrative forms 
1989, p.25) 
Form Truth-Claims Credibility Authority 
Fable 
Le end + 
History + + 
M th + + + 
Table 10 indicates the ways in which he perceives these forms 
being manipulated to achieve structural and behavioral change 
within a group. 
Table 10 
Some means of manipulating narratives 
to achieve change 
(Lincoln, B. 1989, p. 25) 
1. Contest the authority or credibility of a given myth, 
reducing it to the status of history or legend and thereby 
deprive it of the capacity to continually reconstruct 
accustomed social forms. 
2. Invest a history, legend, or fable with authority and 
credibility, thus elevating it to the status of myth and 
thereby make of it an instrument with which to construct 
novel social forms. 
3. Advance novel lines of interpretation for an established 
myth or modify details in its narration and thereby change 
the nature of the sentiments (and the society) it evokes. 
Given the extent to which diversity issues create 
relationship conflict, the significance of Lincoln's 
classification for College Students may rest in the 
predisposition of this group to rely heavily on peer 
interaction, relationship and reinforcement. (Fowler, 1986, 
Gilligan, 1982) A specific application may be in helping 
persons and cohorts to manipulate their stories and effect 
changes in cross cultural attitudes and behavior. 
Another religious historian, Mircea Eliade, connects 
spirituality, myth and psychology in observing that 
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When Jung entitled one of his books Modern Man in 
Search of a Soul, he implied that the modern world 
... is in quest of a new myth, which alone could 
enable it to draw upon fresh spiritual resources 
and renew its creative powers. (p.25, 1957) 
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Methodology 
Implications of Literature Review for Methodology 
Significant insights from the Literature Review which 
suggest themselves as resources in hypothesizing an effective 
methodology for assessing Spiritual Development include the 
following: 
•Erikson, Piaget, Perry, Kohlberg, Fowler, 
McAdams, and Marcia have used qualitative 
methods. Their research used structured 
interviews, narrative and life story 
exclusively or in combination with more 
positivistic instruments. Qualitative 
methodology is both consistent with the 
tradition of research in student development 
and appropriate to the emerging paradigm. 
•There is an apparent interweaving of 
Spiritual, Religious, Faith and Moral 
constructs along the warp and woof of 
Cognitive and Psychosocial Development. The 
tapestry created on this selfworked loom may 
be understood as Identity. 
•Lifestory, myth, metaphor and other images are 
mediate to substance and meaning in and among 
these constructs. 
•Community, connectedness and shared perception 
are significant to the concept of Spirituality 
and to the experience of traditional aged 
students. 
•Spirituality and Faith are interior human 
qualities more basic than the social 
phenomenon understood to be Religion or the 
cognitions understood as belief. 
•The way in which students respond to the 
experience of their development may be 
significant. Rather than focusing on which 
developmental models may apply, the Profession 
might legitimately ask "How and with what do 
individual students cope as their unique, 
personal self develops and unfolds?" 
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If perception of and/or response to an experience 
involving relationship with self, other, nature or the 
Ultimate is understood to reflect or relate to Spirituality, 
then the form and context in which such responses are 
communicated may enable its assessment (Schafranske and 
Gorusuch, 1984, Canda, 1986, Elkins, 1988) 
Whether Spiritual, Faith, Religious or Moral awareness 
and development labels a given student's coping or 
experiential navigation system, life story and its 
symbolically imaged expressions including myth and metaphor 
are seen to play an important role in their orientation 
process. These images may provide more authentic and more 
authoritative windows through which to study these dynamics. 
(Foshay, 1984, Fowler, 1981, 1984, Mosley, Jarvis & Fowler, 
1986, McAdams, 1985, Rich & Devitis, 1985) 
Life story and "Myth" can be seen as shapers of a 
person's life and as the ongoing collect i on of one's 
behaviors and experiences. It is a medium through which the 
perceptions, adjustments, and possibilities of one's life 
course (past, present and future) are transmitted. (Fienstein 
& Krippner, 1989, Fowler, 1986, McAdams, 1988) 
Kuh et al. 's projection of the emerging paradigm appears 
to be an accurate conceptualization of the context within 
which the proposed research would take place. Essentially, 
the Profession must study moving, chamelionlike subjects of 
which no two are alike excepting that all will go through 
significant and troubling developmental changes during their 
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college experience. This suggests that more knowledge of all 
aspects of a student's development derived from an 
interactive, individualized, multi-functional assessment 
process will benefit the Profession. 
If, from the student's perspective, he or she is to 
become more self developing in an increasingly more ambiguous 
setting, awareness and development of internal resources to 
aid in navigating the existential crisis(') inherent in 
development(s) is important. Becoming conscious of the role 
that Spirituality and related aspects of development have to 
play in life is also of value to the evolution of the whole 
student. (Fowler, 1981, 1984, Roth and McMahon, 1989, citing 
Kuh et al, 1987) 
Descriptive, Naturalistic, Qualitative 
Counseling Educator Joyce Conn suggests that the 
emerging study of spirituality will be 
•descriptive and analytic 
•interdisciplinary (including historical, 
psychological, literary and theological foci), 
•ecumenical and cross-cultural 
•inclusive and holistic 
•participative 
•designed to study concrete individuals as 
opposed to general classes or typical cases. 
(1989, p. 30) 
Kuh and others (1986) indicate that a Naturalistic 
rather than Positivist approach to Student Development 
Research will be more appropriate to the emerging paradigm. 
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Drawing largely on the work of Lincoln and Guba (1985) 7 , they 
enumerate the differences between positivistic and 
naturalistic research which are presented in Table 11. 
Table 11 
Axiomatic differences between Positivistic and 
Naturalistic Research 
Lincoln and Guba, ( 19 85) 
Positivistic Naturalistic 
•single objective reality 
•observer independent of 
reality 
•multiple realities 
•researcher and subject 
mutually shaping 
•results generalizable 
•linear causation 
•ideographic/idiosyncratic 
•simultaneous & mutual 
causation 
Naturalistic inquiry is understood to be 
interactive, synergistic, emergent inquiry that 
takes place in situ; that is, the natural setting 
of whatever is to be studied. A naturalistic 
research design or plan of study is emergent in 
that decisions about problem definitions and data 
collection (from whom, when, how) are not made~ 
priori. (1986, p. 94) 
Other characteristics of its "emergent" aspect include 
and 
• sampling strategies are modified as study unfolds 
• there is an ongoing evaluation of data and method 
• theory becomes grounded by data 
Grounded theory also requires that data analysis be 
continuous, and occur at the same time as data 
collection. Theory is constructed from the 
researcher's interpretation of data, in the process 
of identifying patterns, relationships and 
meanings. [G]rounded theory ... [is] an 
evolutionary and never-ending expansion and 
refinement of understanding of the behavior or 
event under study. (1986, p. 96) 
7 Lincoln and Guba, indicate that naturalistic "has other aliases as 
well, for example: the postpositivistic, ethnographic, phenomenological, 
subjective, case study, qualitative, hermeneutic, humanistic." (1985, p. 
7) 
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A set of criteria for a trustworthy naturalistic inquiry 
are presented and compared with their positivistic analogues. 
These are shown in Table 12. 
Table 12 
Criteria for Trustworthiness in Naturalistic Inquiry 
Guba (1980) 
Positivistic 
internal validity 
external validity 
reliability 
objectivity 
Naturalistic 
credibility 
(truth value of inquiry) 
transferability 
(applicability) 
dependability 
(consistency) 
confirmability 
(neutrality) 
In completing their discussion of Naturalistic inquiry 
in the higher education environment, Kuh et al., emphasize 
the value of 
Hermeneutics, the science or art of interpretation 
... [which] ... has been used to distill deeper, 
richer understandings from written works ... moving 
from general to specific and back, the scholar uses 
the information ... to capture a more informed 
sense of the contributions of the entire work .. . 
[and the] ... more complicated relationships 
between the various parts of the whole. (1986, 
p.101 ff) 
and they suggest that an example of holonomy in the emergent 
paradigm is their observation that 
11 [e]ach student is assumed to have information 
about the experience of all students". 
(1986, p. 102) 
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Miles and Huberman in discussing Qualitative Assessment 
as research in use, point out that 
the creation, testing and revision of simple, 
practical and effective analysis methods is the 
highest priority for qualitative researchers. 
(1984, p.21) 
They go on to suggest a Data Analysis Model for 
Qualitative researchers which incorporates three interactive 
streams of activity. Figure 3 represents this model. It may 
be noted that the continuously interactive relationship among 
data reduction, display and conclusion drawing compliments 
the hermeneutic process espoused by Kuh et al. 
Components of 
Miles 
Figure 3 
Data Analysis: Interactive 
& Huberman ( 19 84, p 2 3) 
Conclusions 
awing/verify 
Mode : 
Table 13 presents the attributes of each stream. 
Qualitative 
Miles & 
Phase 
•Data Reduction 
•Data Display 
Table 13 
Data Analysis Model 
Huberman ( 19 84) 
Attributes 
•selecting 
•coding 
•focusing 
•simplifying 
•abstracting 
•transforming 
•iterative 
•systematic 
•clarifying 
•suggestive 
•disclosing 
•Conclusion Drawing/Verifying •meaning 
•patterns 
•regularities 
•causal flows 
•propositions 
•testin 
The research methodology envisioned by this thesis has 
been characterized as Qualitative. There are three 
identifiable stages embracing the present project. Each 
relates to the concept of "Qualitative" research somewhat 
differently. The stages are: 
1. Evaluation of the existing resources 
including the literature, the subjects and the 
researcher(s). 
2. Collection & Analysis of data for the assembly of the 
"instrument". 
3. Collection & Analysis of data through administration 
of the "instrument" .8 
8 Not included in this thesis. 
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If understood as a continuum of activities, these stages 
may be characterized as moving from mainly Descriptive 
through more Naturalistic to more traditionally Qualitative. 
It is projected that in the long term, the movement along 
that continuum will also represent a shift to progressively 
more quantitative activity in the Data Analysis streams. 
Myth and Metaphor: Data Collectors/Carriers 
Available descriptions and definitions of Myth include 
the following: 
and 
and 
and 
[Myths are] interlocking stories, rituals, rites, 
Qcustoms and beliefs that give a pivotal sense of 
meaning and direction to a person, a family, a 
community or a culture ... myth is cultural DNA, 
the software, the unconscious information, the 
program that governs the way we see 'reality' and 
behave. (Keen, 1988) 
[having] to do with the stages of life, the 
initiation ceremonies as you move from childhood to 
adult responsibilities ... (t)hey have to do with 
your recognition of the new role that you're in, 
the process of throwing off the old one and coming 
out in the new, and entering into a responsible 
profession. (Campbell & Moyers, 1988, p. 12) 
Myths are the instruments by which we continually 
struggle to make our experience intelligible to 
ourselves. A myth is a large, controlling image 
that gives philosophical meaning to the facts of 
ordinary life; that is which has organizing value 
for experience. A mythology is a more or less 
articulated body of such images, a pantheon . 
... Myth is fundamental, the dramatic representation 
of our deepest instinctual life, of a primary 
awareness of man in the universe, capable of many 
configurations, upon which all particular opinions 
and attitudes depend. (Murray, 1968, p.355-56 
quoted in Doty, 1986, p. 10) 
Myths, in the sense that we are using the term, are 
not legends or falsehoods. They are, rather, the 
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models by which human beings code and organize 
their perceptions, feelings, thoughts, and actions. 
Your personal mythology is rooted in the very 
ground of your being, and it is also a reflection 
of the mythology held by the culture in which you 
live. (Feinstein & Krippner, 1988, p. 4) 
and are 
convey[ed] by means of ... metaphoric and symbolic 
diction, ... graphic imagery, and ... emotional 
conviction and participation ... (Doty, 1986) 
Given a conception of myth that includes symbols and 
collections of forms which serve as symbols, it is 
interesting to note that Wilber theorizes that the ability of 
a person to think symbolically produces development or 
transformation from one level of consciousness to another. 
In this vein he adds that the capacity for thinking in terms 
of signs is re la ted to translation within a given level. 
(Wilber, 1979) 
Wilber's "within stage translation 11 suggests a resonance 
with Piaget's concept of "horizontal decalage" or "within 
stage development 11 • Movement from position five to position 
six within Perry's Relativism Category would be an example of 
horizontal decalage. (King, 1978) 
Social studies educator, Arthur Foshay, in an analysis 
of the descriptions of peak/spiritual experiences by 
theologians (Buber, Otto, Luther, Tillich) and psychologists 
(Kohlberg, B. Bloom, Maslow) describes symbolism's role in 
relation to the idea of spiritual: 
The term "spiritual" includes the entire range of 
meanings in our time. It has shed none of the 
meanings it has ever had. The only new term 
associated with it is Otto's numinous, which "can 
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only be induced, incited and aroused" (quoting 
Otto, p.60, in Foshay 1984) or, in Maslow's 
language, "triggered". (Maslow, 1982, p.168) 
[B]oth the theologians and Maslow fail to 
conceptualize the spiritual/peak experience, though 
they all claim that the ·experience is real. The 
idea seems to exist in a cloud of meaning, not as a 
concept. It is a "state of mind", "purely felt 
experience, only to be indicated symbolically, by 
'ideograms'" (quoting Otto, p.59, in Foshay, 1984) 
In a cross sectional study, Hardcastle and others (1985) 
have compared metaphorical recollections of elementary and 
secondary school environments among American and Chinese 
college education majors. Significant differences were noted 
in the choice of "family" and "team" metaphors on a cultural 
basis. The researchers note that gains could be made by 
"exploring the metaphorical selections of school 
drop-outs, experienced teachers and successful 
professionals .... the usefulness of metaphor and 
imagery for human inquiry has been made evident in 
the process of this study. The cultural contrast 
in the selected metaphors for the recalled 
elementary schools and the ideal secondary schools 
led us to consider factors that would have been 
overlooked otherwise. "in western civilization we 
have valued concept at the expense of image," Abbs 
tells us (1981, p 475), "and this has culminated in 
an extraordinary alienation of man from the sources 
of his own being." For teachers, this awareness 
seems especially significant. When we are out of 
touch with our own being, unconscious of our 
orientations, and blind to the metaphors that guide 
us, we may well stray from the human course, and 
take our students with us. (p.314, 1985) 
Miles and Huberman (1984) have noted that making 
metaphors is a powerful data reduction technique for 
qualitative researchers. Metaphors are seen as pattern 
making devices, as decentering aides pushing researchers to 
more inferential and analytic perspectives and as "ways of 
connecting findings to theory". (p. 221) 
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In Phase 1 of the Methodology proposed below, Metaphor 
plays the role of data reducer and decentering aide. 
Acknowledging the mutually shaping nature of the research 
experience for both the participants and the researcher, 
Phase 1 allows the participants to research themselves and 
their own experiences and requires them to reduce their data 
into metaphorical containers. The process presses both the 
researcher and the participants to decenter and seek a higher 
ground or perspective so that patterns and connections to 
theory may be discerned (the researcher) and meaning and 
expanded awareness may be explored (the subjects). 
Gordon (1961) describes the use of evoked metaphor in 
small groups to solve the shared problem of developing 
creative solutions to organizational needs, new product 
design and social challenges. The School of Theology at The 
University of the South has used metaphor evoked in a small 
group seminar as an intermediate stage in a theological 
reflection process focusing on a critical incident in an 
individual group member's experience. (duBary, 1975, Brewer 
& deBeers, 1986) The use of metaphor in individual therapy 
applying the principles espoused by Milton Erickson has been 
described by Lankton and Lankton, (1989) and Mills and 
Crowley, (1988). 
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The Proposed Methodology 
The present research, hypothesizes a means of assessing 
spirituality which would have the capacity to: 
• identify the Myers Briggs Preferences involving 
Extraversion/Introversion, Intuition/Sensing and 
Thinking/Feeling of the student prior to obtaining 
a personal myth. 
• using a "seed metaphor" evoke a personal myth 
from the subject which spans Erikson's Psychosocial 
Stages IV, V, VI and VII. 
• obtain a quantitative index of the Spiritual 
Orientation of the subject using Elkins' SOI after 
obtaining the personal myth. 
• evaluate the personal myth utilizing analytic and 
hermeneutic tools and developmental templates 
applied in various disciplines. 
The methodology, would develop in two Data Collection 
phases. In Phase 1, Metaphors, which may be understood as 
building blocks of myth, are evoked in small groups of 
students who share thoughts and feelings about a common 
experience. These metaphors are collected and evaluated , for 
their potential to stimulate or "seed" the growth of a 
"metaphoric or mythically" framed life story. Phase 1 is the 
focus of the present study. 
In Phase 2, a "seed metaphor" will be administered to a 
larger group of students in a paper and pencil setting. 
These "seeds" would stimulate the growth of "metaphoric life 
story" or "personal myth" encompassing Stages IV, V, VI, & 
VII of Erikson's Psychosocial development scheme. It is 
hypothesised that the(se) seed metaphor(s) will develop 
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"metaphoric/mythic life story" in a manner which may be 
analogous to that in which a "seed crystal" initiates the 
growth of larger and more complex crystalline structures. It 
is conceivable that the seed metaphor's function will be more 
"organic" a nd resemble, for example, the way in which 
tomatoes grow. It is expected that the "personal myths" or 
"life stories" which develop will contain 'data' relating to 
the Spiritual, Faith, Moral, Identity and Ego Development of 
the individual subjects. Phase 2 Data are not presented in 
this thesis . 
... ,
Unlike the manners in which Hardcastle, Gordon, The 
University of the South or the Lanktons developed and applied 
metaphor, the present research 11collects 11 the "seed 
metaphor(s)" from a small sample of potential subjects who 
are focusing on a common though not necessarily concurrent 
"experience". The protocol for Phase 1 is presented in Table 
14 below. 
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Table 14 
Phase 1 · Data Collection: 
Develop II Seed II Metaphor 
Small Group (n = 6-10) 
Steps 
•Administer Myers-Briggs 
Inventory (MBTI). 
•Conduct guided imagery on 
the common experience of 
starting college. 
•Group Reflection 
•Administer Elkins' Spiritual 
Orientation Inventory. (SOI) 
Comments 
•Abbreviated form. 
Participants do not score. 
•Participants enumerate 
thoughts and feelings about 
the experience. 
•Arrive at a 'consensus 
cluster' (CC) of thoughts and 
feelings which all agree were 
present to their experience. 
•Evoke metaphors which 
participants feel contain the 
cc. 
•Establish Consensus 
Metaphor. All must agree. 
•Enumerate thoughts, 
feelings, impressions, 
evaluations and reflections 
of what it is like "Inside _ 
the Metaphor". 
•85 question, paper & pencil, 
Likert Scale, trait factor 
instrument. 
Administration of the MBTI will enable efforts to 
evaluate and/or account for the inter and intrapersonal 
energy dynamics (Extraversion versus Introversion), 
information gathering styles (Intuitive versus Sensing) and 
data processing and decision making styles (Thinking versus 
Feeling) of the groups developing 'seed metaphors'. 
The use of the MBTI provides a test of the possible 
correlation between personality/temperament disposition and a 
construct describing preferred paths to spiritual awareness 
and development. 
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The SOI will also be used to compare Means for the 
entire class. Each seed metaphor generating session's Means 
for the SOI will be compared with the Means for the entire 
class. Given Elkins' report of age related increases in 
subscale scores, this quantitative "Fence" may be useful in 
evaluating session participation and output with regard to 
demographic makeup. (Elkins, 1988) 
Guided Imagery 
The use of Guided Imagery as an evocative process for 
creative and educational activity is reported by Cottrell 
(1983), Galyean (1981) and North-Shea (1979) among others. 
Cottrell's work suggests it as preparation for stage 
performers as a means of engaging their roles. She reports 
that during their debriefing participants 
relate [their] metaphoric adventure to those of the 
writer or writers whose work [they] are exploring 
as [they] ... seek just the right words to recreate 
... experiences for others. (p. 6, 1983) 
In the context of a discussion of transpersonal 
education Galyean (1981) suggests that imagery activities can 
be "a direct means for students to work with their 'higher 
selves'" (p.62) and "promise to be effective agents of 
physical, emotional, intellectual, and spiritual growth in 
education settings". (p.66) 
North - Shea (1979) conducted a study among fifty male 
prison inmates in which guided fantasy was used as a vehicle 
for stimulating metaphoric activity and relating this "source 
of viable, living myth" with the elements of current 
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11 cultural rnyth 11 that the inmates need in some way to reframe 
for themselves in a positive manner. Pre and post testing 
with the Tennessee Self Concept Scale suggests significant 
change in three aspects of self concept. 
The guided image applied in Phase 1 is designed to 
replicate the sort of quest or hero cycle suggested by 
Campbell. (1968) The present research hypothesizes this as 
archetypal to Erikson's Stage IV. Table 15 relates the cycle 
of the Guided Image to Campbell's scheme. 
Table 15 
Hero Cycle: Guided Image/Myth Template 
Campbell (p. 245, 1968) 
Hero Stage Characters/Events 
Guided Image 
Call to adventure 
Anticipates and 
Decides to enter 
College 
Lured, carried away or voluntarily 
moves to threshold of adventure 
Threshold crossing Encounter with guard, engages and 
defeats, conciliates or is defeated 
Arrives at College and crosses into world of unfamiliar 
yet strangely intimate forces, some 
of which . . . test . . . help ... 
[dragon-battle, crucifixion, 
abduction, wonder journey, whale's 
belly] 
Undergoes Supreme Test Sacred marriage 
Father atonement 
Moves beyond first Self-divinization 
days of arrival to Boon-theft 
involvement with 
college 
Return Leave transcendental powers (helpers) 
behind 
Recalls first Return Reemerges from kingdom of dread 
Horne whether real or Resurrection 
imagined. Rescue 
Threshold Struggle 
The boon or elixir carried back 
restores the world 
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Unlike many applications of guided images, there is no 
effort to engage the participant in decision making or 
sidetrips during the image period. The objective is to 
condition participants to affective and cognitive recall of a 
Temporal experience and for later activity at th~ 
connotative/aesthetic levels in the Intuitive regions of the 
Height of Consciousness. Within the Guided Image, the 
participants are essentially asked to II read II t _heir life 
stories from the vantagepoint of the interface between the 
Temp~ral Sector (Memory) and Depth of Consciousness 
(Fantasy). (von Eckartsberg, 1981) 
A view of the metaphor development steps in Phase 1 and 
how the process relates to von Eckartsberg's Psychocosm is 
shown in Figure 4, below. Terms used in Figure 4 can be 
found in the Working Definitions section, page 69. 
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-Working Definitions 
In hypothesizing the assessment of spirituality through 
myth and metaphor a working definition of spirituality and of 
the elements of the assessment methodology have been 
developed. 
The working definition of spirituality which guides the 
present research agrees with much of both Canda's and Elkins' 
models. It is felt that the attribution of a "gestalt" in 
the case of Canda's definition and the requirement for 
"awareness" of a transcendent dimension as described by 
Elkins may be best left to future consideration. Life as 
represented in Elkins is understood to be a value instead of 
a subject/object of relationship. This working definition 
and its schematic representation relative to its assessment 
through Myth and Metaphor follows. (Figure 5) 
Spirituality is a person's way of being in and 
experiencing relationship with and through self, others, 
nature and the Ultimate. It is a qualitative aspect of 
behavior. The person's behaviors and responses are 
characterized by identifiable values regarding each. 
With a widely based view of life story represented in 
metaphor and myth and an appreciation of its impact upon 
groups and individuals, it is possible to suggest preliminary 
working definitions of myth, metaphor and other key terms 
involved in the present research. 
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Figure 5 
Working Definition of Spirituality 
Being in 
Characterized by 
Identifiable Values 
Spirituality 
is 
A person's 
way of 
Relationship 
with 
and/or 
through 
Experiencing 
Assessable through 
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A Myth is a coherent collection of evocative images in 
narrative form which represents a meaningful individual and 
shared perception of experienced reality involving 
relationship with self, other(s) and/or environments and 
which in repeated recollections is credible and 
authoritative. (eg.) The Story of the Life of Arthur and the 
Knights of the Round Table. 
A Symbol is a meaningful verbal or visual image of an 
object, an action or an experience that represents another or 
others by implied association or resemblance. (eg.) The 
Round Table. 
A Sign is a specific symbol whose meaning is restricted 
by convention to the representation of an explicitly 
designated subject, object or fact. (eg.) To others, Uther 
Pendragon's Shield (a dragon). 
A Metaphor is a symbol which carries the meaning(s) of 
a symbolic expression it ordinarily represents to one or more 
expressions that it may designate by comparison; it is a 
connotative carrier of the cognitive and emotional meaning 
evoked by perception of an experience. (eg.) The attempt to 
remove the Sword, Excalibur from the Stone. 
A Seed Metaphor is a metaphor elicited in Phase 1 from 
a small group of individuals who have shared a common, though 
not necessarily concurrent experience. It is the group's 
consensus that the metaphor contains the thoughts and 
feelings that are associated with the shared experience. A 
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Consensus Metaphor is identical in its derivation, though not 
necessarily appropriate for use as a "seed". 
A Principal Metaphor is one which a simple majority 
of Phase 1 participants believe contains the thoughts and 
feelings that are associated with the shared experience. 
A Consensus Cluster is the group of thoughts and 
feelings within a given Phase 1 session which all 
participants agree are part of the experience upon which the 
group is focusing. 
Inside the Metaphor refers to the thoughts, feelings 
and other verbal observations and perceptions made by Phase 1 
participants reflecting on life inside the Consensus 
Metaphor. 
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Findings 
Phase 1 Results and Analysis 
Students in an undergraduate course in Personal 
Development (HCF150) at The University of Rhode Island 
participated in the research as a part of their classwork. 
The Phase 1 Data Collection procedure described in Table 14 
was conducted during finals week of the Fall Semester, 1989. 
Participation was required to complete the student's 
semester grade. Participation was the only stipulation 
regar: _?ing the grade. The quality or content of an 
individual's participation was not considered in the grading 
and this stipulation was made clear to the entire class. 
Demographics 
Of forty-one students enrolled in the course, 39 
participated. The researcher facilitated or co-facilitated 
four of the five groups with the course instructor. Table 16 
describes each group in terms of demographics, the MBTI and 
SOI. 
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Table 16 
Demographic, MBTI and SOI Profile of Phase 
M3 T3 W4 R4 
n = 7 n = 8 n = 8 n = 8 
Leaders Leaders Leaders Leaders 
2 1 2 1 
Gender { %-2 Gender { %-2 Gender { %-2 Gender { %-2 
F = 6, (85. 7) F = 6, (7 5. 0) F = 7, (87. 5) F = 6, (75. 0) 
M = 1, (14. 3) M = 2, (25. 0) M = 1, (12. 5) M = 2, (25. 0) 
Class Class Class Class 
Fr = 5 Fr = 1 Fr = 2 Fr 1 
So 2 So = 2 So = 1 So = 4 
Jr = Jr = 2 Jr = 2 Jr = 1 
Sr Sr = 3 Sr = 2 Sr = 2 
oa = 1 
MBTI MBTI MBTI MBTI 
Thinking Thinking Thinking Thinking 
Feeling Feeling Feeling Feeling 
T = 1** T = 2** T 3 T = 2** 
F = 6 F = 6 F = 5 F = 5 
iNtuitive iNtuitive iNtuitive iNtuitive 
Sensing Sensing Sensing Sensing 
N = 3** N 4 N · = 7** N = 6** 
s = 4 s = 4 s = 1 s = 2 
Extravert Extravert Extravert Extravert 
Introvert Introvert Introvert Introvert 
E = 6 E = 7** E = 8** E = 7** 
I = 1 I = 1 I = - I = 1 
SOI SOI SOI SOI 
TransDimens 
3.680 3.769 4.172 3.651 
Meaning / Purp. 
w4.637* 5.143 MR5.486* W5.033* 
Mission / Life 
TWF4_333• M5.369* MR5.583* W5.131 
Sacred / Life 
4.904 5.486 5.597 5.368 
Material Valus 
3.933 5.197 
Altruism 
5.016 4.881 
4.841 
Idealism 
5.744 5.653 5.499 
4. 97 6 5.603 5.655 5.546 Aware / Tragic 
5.089 5.043 4.977 Fruits / Spirit 5.313 
3.547 4.938 4.424 4.660 
oa = non-matriculating. 
*g<.05, two tailed, **g<.01, two tailed. 
NOTE. M3=Monday,3pm; T3=Tuesday,3pm; W4=Wednesday,4pm; 
R4=Thursday,4pm; F2=Friday,2pm. 
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1 Groups 
F2 
n = 8 
Leaders 
2 
Gender { %-2 
F = 6, (7 5. 0) 
M = 2, (25. 0) 
Class 
Fr = 2 
So 1 
Jr = 2 
Sr = 3 
MBTI 
Thinking 
Feeling 
T = 1** 
F = 7 
iNtuitive 
Sensing 
N = 6** 
s = 3 
Extravert 
Introvert 
E = 8** 
I = -
SOI 
3.930 
5 .17 9 
M5.373* 
5.419 
4. 7 97 
5.528 
5.581 
5.273 
5.211 
Each group numbered 7 or 8 undergraduates of traditional 
college age. Women represented between 75 and 87.5 percent 
of each group. M3 included Freshpersons (71%) and Sophomores 
(29%) and was the most homogeneous from a class status 
standpoint. All other groups had at least one representative ~ 
from each class. Sophomores represented 50% of the 
participants in R4. 
Myers Briggs Temperament Indicator 
Since the Phase 1 process involves the capacity to 
express thoughts and feelings about an experience, the mix of 
cognitive and affective data processing preferences in each 
group relative to the norm in the Class of · 1992 was noted. In 
all but session W3, a test of proportions 9 indicated that the 
groups varied significantly higher on the Feeling dimension 
than the 65.2% norm for the Class of 1992. 
In terms of the preferred manner in which information is 
obtained, the Class of 1992 showed a fairly equal disposition 
between iNtuition and Sensing. Varying significantly above 
the 52.5% preference for N were groups W4, R4 and F2. Only 
M3 favored Sensing, while T3 conformed to the norm. Given 
the locus of Intuitive activity (Height of Consciousness) to 
that of the more immediate aspects of Sensing (Temporal 
Sector) hypothesized by von Eckartsberg (1981), this variance 
may warrant consideration in assessing the quality and 
quantity of Metaphor production in the Phase 1 process. 
9 Bruning, J. L. & Kintz, B. L. (1968), 
Foresman and Company. (p. 199) 
73 
Glenview, IL: Scott, 
Of interest to the evaluation of both Thinking/Feeling 
and iNtuitive/Sensing dichotomies is the observation of 
Pollio and others (1977) who note that there is much 
speculation with regard to the relationship between cognitive 
style, the preference for metaphoric language and the 
capacity to produce novel metaphor. (J.E. Knott, Personal 
Communication, March 31, 1990) 
In the direction of Extraversion, groups T3 through F2 
varied considerably higher (p< .01) and M3 was very close to 
significance at the p< .05 level. To the extent that group 
process depends on energetic interaction among participants, 
this significant difference is assumed to be helpful. The 
absence of any Introverts in groups W3 and F2 may have 
relevance for the more reflective portions of the process 
including the Inside the Metaphor step. 
Elkins' Spiritual Orientation Inventory 
Recalling that the SOI is has yet to be normed, one way 
ANOVAS were performed comparing each session's means for each 
subscale with the means of every other session. Significant 
differences (p< .05) were found for the Meaning and Purpose 
scale between sessions M3 and W4 and between W4 and R4. The 
Mission in Life Subscale differed significantly between M3 
and T3 and between W4 and F2. W4 also differed from R4 on 
this scale . 
. It may be that the age and inexperience of the lower 
division group in M3 is related to the lower levels of active 
commitment suggested by these findings. The fairly balanced 
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mix of thinking and feeli n g types in W4 may account for its 
significantly higher scores on these subscales. 
Sampling and Process Bias 
As convenience samples, the groups presented several 
possibilities for bias. The fact that the students are 
enrolled in a Personal Development course and that the 
experience counted toward final grades could account for a 
portion of an individual's motivation and willingness to 
participate. In addition, with the Professor facilitating or 
co-facilitating all but one group (T3), the participants' 
level of comfort and familiarity with him could have 
influenced their participation and responses. However, 
reference to the group activity profile in Table 17 does not 
suggest any unusual difference for T3 in the 
Thoughts/Feelings or Metaphor steps. 
As indicated in Table 14 above, Thoughts/Feelings are 
brainstormed by participants and used to generate a group of 
Metaphors containing the experiential content of their 
arrival at college. A Consensus Metaphor is chosen and the 
students reflect on life Inside the Metaphor. 
The relatively low input for T3's Inside the Metaphor 
stage is similar to R4 which was facilitated by the Professor 
alone. The principal activity difference between T3 and R4 
involves time . T3 took 45 minutes longer to complete_ It 
should be noted that the process apparently became more 
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efficient as the week progressed with elapsed times declining 
from two and one-half to one and one-half hours. 
M3 
n = 7 
Time 
2.5 hrs 
Thoughts 
Feelings 
22 
Metaphors 
10 
Inside 
Metaphor 
19 
Activity 
Table 17 
Profile of Phase 1 Groups 
T3 
n = 8 
Time 
2.25 hrs 
Thoughts 
Feelings 
17 
Metaphors 
11 
Inside 
Metaphor 
10 
n = 8 
Time 
2.0 hrs 
Thoughts 
Feelings 
30 
Metaphors 
29 
Inside 
Metaphor 
17 
R4 
n = 8 
Time 
1.5 hrs 
Thoughts 
Feelings 
21 
Metaphors 
11 
Inside 
Metaphor 
12 
F2 
n = 8 
Time 
1.5 hrs 
Thoughts 
Feelings 
18a 
Metaphors 
7 
Inside 
Metaphor 
18 
1aa = ., The Thoughts/Feelings stage in session F2 was skipped . These observations were 
made duri ng the Metaphor genera ti on step and after the Inside the Metaphor step. 
The potential of a sensitizing effect created by the 
course content and process has been considered. The HCF 150 
student spends much time throughout the semester in 
introspective exercise and small group activity. It has been 
noteded by several professors and instructors that "growth" 
is observed through the semester. 
Each of the five groups had unique aspects in its 
evolution of the process. Most notable in terms of 
differences was the effort in F2 to go directly to Metaphors 
from the Guided Image. This will be discussed in more detail 
below. In general, the remaining major components in the 
process remained the same except for the time at which the 
food arrived and the times at which individuals introduced 
themselves to each other with short biographical comments. 
Given the higher percentage of women participating, the 
possibility of gender differences would seem to exist. The 
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male participation rate for each step in each group was 
noted. (Appendices A to E) A Test of Proportions relating the 
proportion of male participants to male contributions at each 
step in each group suggest a significant difference in the 
three groups in which Principal Metaphors were proposed by 
Males. In each of these groups (M3, W4 and F2) these 
Principal Metaphors were chosen as the Consensus Metaphors. 
(p<.01, 2 tailed) Across all five groupsi Males proposed a 
total of 4 of the 19 Principal Metaphors. 
The issue of Gender dominance in group participation and 
in Higher Education class settings has been of interest to 
researchers as recently as April 11, 1990. In a New York 
Times wire service story, the The Providence Journal reports 
a study conducted at Wheaton College by Harvard Educator 
Catherine Krupnick. 
Detailed analysis of videotapes of Wheaton classes 
showed that, in a class where they made up one-
tenth of the students, male students would do a 
quarter of the speaking. They also tended to be 
more impulsive .... 
Krupnick said female students, by contrast, tended 
to want time to think about a question before 
offering an answer, and when they did respond, they 
were more likely than men to "enlarge on the ideas 
of a previous speaker rather than to challenge his 
or her initial assumption". (quoting Krupnick, 
Researcher reports ... p. A-9, 1990) 
Other observations made during the study of classes at 
the small New England liberal arts college which has been 
coed for just two years include the fact that "professors are 
more likely to remember men's names, call on them in class 
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and listen attentively to their answers. By contrast, they 
feel [~ore free] to interrupt women and ask them 'lower-
order' questions". (quoting Krupnick, Researcher reports 
... p. A-9, 1990) 
Another possibility suggested by the apparently related 
finding of the present research is that of a diversity or 
minority effect as opposed to solely a gender factor. That 
is, the significant variances obtained may be the predictable 
effect whenever a minority is accommodated to a group by a 
majority. 
Within Groups: Process Review 
The focus of each session was the sharing of the 
cognitive and affective content of each student's experience 
of beginning college. The objective of the process was to 
evoke a metaphor containing this shared perception. All 
sessions were recorded on audiotape . It should be noted that 
Participant contributions to each step were recorded on 
newsprint and taped to walls for reference throughout the 
session. 
Participants were encouraged to assume a relaxed posture 
or to sit or stretch out on the carpeted floors. In all 
sessions, once the unscored MBTI's were collected, the Guided 
Image was initiated with reduced lighting in the room. 
In analyzing the Data, each session has been reviewed a 
minimum of three times. The content of each session has been 
abstracted in Appendices A to E. 
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It became clear in Session M3 that an immediate 
accommodation to the needs of transfer and commuter students 
was appropriate. For each group, therefore, it became 
routine to invite transfer students to substitute their 
experience at their first school as the subject of their 
reflection. For Commuters, beginning their first class or 
attendance at orientation was suggested. 
Sessions M3, T3, W4, and R4 were marked by no 
substantive variance in the sequence of steps as indicated 
below: 
1) Guided Image 
2) Explore Thoughts and Feelings 
3) Establish Consensus Cluster 
4) Generate Metaphors 
5) Select Principal Metaphors 
6) Determine Consensus Metaphor 
7) Explore Inside the Metaphor 
In the case of F2, steps 2 and 3 were eliminated. It is 
interesting to note that in preparing Appendix E, the words 
listed under "Content Cluster" were interspersed with 
Metaphors during the Metaphor Making step. Also unique to 
the process in F2 is that after exploring Inside the Metaphor 
for a considerable period, participants were asked to leave 
the Metaphor and to return to the 'beginning college' 
experience. Ensuing participant observations from that point 
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are listed in the Thoughts and Feelings column for 
consistency in data display. 
A less significant difference in procedure occurred in 
T3. During the brainstorming for Thoughts/Feelings, the 
researcher attempted to record Thoughts and Feelings 
separately on a newsprint 11T 11 chart. Review of the audio 
recording indicates that the participants had considerable 
difficulty assigning their observations to one or the other 
column. Prompting by the facilitator produced some 
resolution, though for the balance of the steps in T3 and the 
remaining sessions, the effort to have Participants 
discriminate Cognitive from Affective material was dropped. 
Of interest and impact to the Thoughts/Feelings step in 
Session W4 was the facilitator comment after a participant 
contributed "awe". The group was reminded that there was no 
rush, that periods of silence were fine and that the group 
would proceed to the next step only after everyone was 
comfortable that enough material had been recorded on the 
newsprint. As the Thoughts/Feelings column in Appendix C 
indicates, another 12 contributions followed including four 
which became part of the Consensus Cluster. 
Approaches used to arrive at both the Consensus Cluster 
and Consensus Metaphor varied in some details. In all cases 
100% of the participants had to agree. In some sessions the 
list of contributions on the newsprint was reviewed 
systematically from top to bottom. In others, a long list 
was reduced to a shorter list and then further condensed 
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while in yet another case the list was approached at random 
with participants determining the contribution to be 
addressed. 
Across Groups Data Analysis 
Thoughts and Feelings 
Table 18 displays the Consensus Clusters of thoughts and 
feelings for each session. Rows A through F of this table 
display six categories of words the researcher considered to 
be identical or very similar in content or meaning. 
Row A lists some form of the word 'excitement' in 4 of 5 
,, 
or 80% of the groups. These words suggest a fairly exterior 
locus of stimulation. The word 'psyched' (as are others in 
italics) is considered a likely though ambiguous member of 
that category. 
Row B notes some form of the word 'free' or 
'independent' in 3 of 5 or 60% of the groups. When the 
ambiguous 'no help' is added to this row, 80% of the sessions 
show inclusion of the concept of self reliance. 
Eighty percent of the groups in Row C display words 
connoting positive present or future oriented feelings and 
are understood by the researcher to be more or less interior 
in their locus of stimulation. Among these are relatively 
passive or reactive words such as 'happy', 'secure' and 
'relief' as well as more active notions such as 'eager, 
'determined' and 'curiosity'. 
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-The least populated category (Row D) includes 
'different' and 'lonely', words indicating isolation and 
uniqueness. This is interesting given the perception of the 
traditonal age college student's concern for relationship and 
concern with peer issues. 
Every group produced at least one word expressing a 
moderate level of emotional discomfort judged to be 
internally stimulated. Row E displays these words which 
include 'concern', 'doubt', 'uncertain' and 'nervous'. 
~Finally, Row F indicates a category included in 80% of 
the groups. 'Fear' and some form of 'Scared' describe a 
fairly strong feeling understood to be associated with an 
external threat. In the case of 'fear of failing' (T3) it 
might be argued that the source of the threat may be 
interior. 
Creating aids to the analysis of this kind of data 
should enrich an understanding of Content Clusters. Willis 
and Allen (1974) created a ranked list of 38 adjectives to be 
used in assessing college student reaction to a course of 
study. The words were ranked as to their relative strength 
regarding depression versus elation and uninvolvement versus 
involvement. Words from Content Clusters present on the 
Willis and Allen listing and their relative strengths include 
those in Table 19 below. 
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Table 19 
Phase 1 Data Adjectives:Involvement & Elation Ratings 
Willis & Allen (1974) 
Adjective 
anticip(atory) 
apprehensive 
concern(ed ) 
excited 
lonel 
Involvement 
Rating 
8 
7 
6 
8 
2 
Elation 
Rating 
6 
2 
4 
8 
1 
NOTE. the ratings are on a scale of 1 to 10 with 5 being 
neutral 
In looking at the Content Clusters from the standpoint 
of what is not contained in them, it is interesting to note 
that M3 contains neither the notion of 'excitement' nor of 
'fear'. It will be recalled that M3 is the most homogeneous 
and least experienced group from a class status standpoint. 
Looking at R4's negative space in Table 18 discloses 
that the ideas of 'independent' 'eager' and 'different' are 
not contained in this Cluster. A more heterogeneous group 
with 50% of its members Sophomores, neither R4's other 
demographics nor its MBTI or SOI indicators suggest anything 
which might account for this difference in Consensus Cluster 
content. 
From the standpoint of patterns of inclusion, sessions 
T3, W4 and F2 present remarkable consistency. This is 
especially interesting since F2's process, as noted above 
represented a significant departure from that used in all 
others. 
With regard to Across Groups Analysis of Content 
Clusters, it would seem to be accurate to suggest that the 
Thoughts and Feelings step exhibits the properties Guba 
84 
(cited in Kuh et al., 1986) would characterize as credibility 
(truth value), dependability (consistency) and confirmability 
(neutrality). 
Metaphor Making 
The results of the steps involved in Generating 
Metaphors, Identifying Principal Metaphors and choosing a 
Consensus Metaphor are represented in Appendices A to E and 
Tables 20 and 21. 
A review of the entire Metaphor step in each session 
suggests that W4 was a particularly productive group with 29 
metaphors generated. 
Beyond the possible gender factor involving selection of 
Consensus Metaphors offered by males cited above, there do 
not seem to be other differences of a quantitative nature. 
The possibility of an order effect influencing the 
initial selection of Consensus Metaphors has been considered 
with none observed. However, once Principal Metaphors were 
selected, the possibility of an order effect became apparent. 
Reference to Table 20 indicates the Consensus Metaphors in 
bold face type. In M3, T3, and F2, the last Principal 
Metaphor became the Consensus Metaphor. In the Case of W4, 
it may be argued that the thematic character of the Consensus 
Metaphor (Starting new job) was sufficiently close to the 
last Principal Metaphor offered to suggest some sort of 
transfer. 
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Miles and Huberman observe that the wider the difference 
between the denotative and connotative meanings in a 
metaphor, the greater its creative potential. In Gordon's 
synectics, this notion has to do with the the difference 
between 'decorative' and 'generative' metaphors. 
Pollio (1977) cites I. A. Richard's and Osborn and 
Ehninger's notions of the relative gap between _ the 'vehicle' 
and 'tenor' in a metaphor. Tenor is understood to be the 
subj~~t of the metaphor and vehicle the item for association. 
Pollio uses for an example the following: 
in the phrase ... "The British Constitution is our 
foundation", "British Constitution" is the subject 
and "foundation" is the item for association. (p. 
42, 1977) 
Analogously, therefore, "Beginning College" as 
represented by the Meaning contained in the Consensus Cluster 
is the Subject of Metaphor Making in Phase 1. The Item for 
Association is the Denotative Meaning of each group's 
Consensus Metaphor. 
The relative 'height' of the tenor/vehicle gap suggests 
for Richard the difference between 'dead', 'established' and 
'radical' metaphors. Pollio has adopted the terms 'frozen or 
cliched' and 'novel'. For the purposes of the present 
research, Pollio's terms will be used. The researcher 
chooses to interpret 'cliched' as also encompassing 'private' 
metaphors having connotative meaning to small in-groups. 
Within these in-groups, the private cliche is perfectly valid 
88 
and perhaps quite evocative, but its vehicle/tenor gap does 
not have the potential for a significant degree of 
generalizability. 
An initial effort to apply Pollio's typology to the 
Consensus Metaphors suggests that Hang Gliding and Weather 
may be considered 'novel' and Facing a Big Test, Starting a 
New Job, and First Sex 'frozen or cliched'. Of the 14 
remaining Principal Metaphors, the researcher considers eight 
to be Novel . It is of further interest to note that Pollio's 
(1977) criteria for inclusion of a Metaphor in the Novel 
category is total Consensus among three judges. Further 
implications of Pollio's typology for the present research 
will be discussed below in the Inside the Metaphor 
subheading. 
Another focus of Metaphor analysis for the present 
research will be Thematic Categories of Metaphor. Given the 
hypothesizied Phase 2 application of Seed Metaphors, both the 
creative or evocative potential (novelty) of a Metaphor pnd 
its Thematic character as a building block for Mythically 
framed life story must be considered. Many categories 
suggest themselves. The contemporary discussion in the 
Profession regarding gender differences in the developmental 
paths which undergraduates appear to follow presented a 
starting point for the categories shown in rows A through F 
in Table 20. (Gilligan, 1982, Marcia, 1970, 1976, 1980) 
The initial categories chosen were Metaphors of 
Competition; Individual Challenge; Adventure, Quest & 
89 
Journey; Nature; Relationship; and Impersonal. When analysis 
identified more than one thematic category, the Metaphor was 
included in both. Beginning with the Consensus Metaphors, 
Table 20 indicates that Metaphors in Row B, Individual 
Challenge, were chosen in three of five cases. It is of 
further interest to note that these are the identical 
Consensus Metaphors which were suggested by Males and 
discussed above with regard to the possibility _ of a Gender, 
Diversity or Minority effect. This observation suggests that 
a re~?tionship involving theme and gender may exist or that 
the relationship involves theme alone. In either case, it 
appears that a correlation within the Metaphor Making stage 
exists and is supported by the criteria of Credibility and 
Consistency espoused by Kuh et al. (1986) 
Of further note along the same lines is the observation 
that of the nineteen Principal .Metaphors listed in Table 20, 
47.4% fall into the Individual Challenge Category. The next 
most populated categories are Relationship (26.3%) and 
Adventure/Quest/Journey (21.1%) followed by Nature (10.5%), 
Impersonal (5.3%) and Competition (0.0%). 
When all Metaphors generated in all groups are analyzed 
(Table 21), the most populated categories are Individual 
Challenge (27.5%), Adventure/Quest/Journey (27.5%) and 
Relationship (23.2%). Table 22 indicates populations for 
each Category described in Tables 20 and 21. 
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Table 22 
Percent of Metaphors in Thematic 
Thematic Category % Principal 
Competition 
Individual Challenge 
Adventure/Quest/Journey 
Nature 
Relationship 
Performance 
Impersonal 
Completion 
Unclassified 
Metaphors 
47.4 
21.1 
10.5 
26.3 
5.3 
Categories 
% All 
Metaphors 
7.3 
27.5 
27.5 
5.8 
23.2 
12.6 
4.3 
7.2 
10.1 
Note. Adds to more than 100 due to assignment in more than 
one category. 
Inside the Metaphor 
Efforts to analyze the content of the Inside the 
Metaphor steps across groups will be restricted since a 
protocol for comparing language or themes has not yet been 
developed. It is the researcher's sense that compared with 
other Phase 1 steps the participants are more reflective and 
exhibit more critical thinking while Inside the Metaphor. If 
this observation is true, it would be appropriate to ask 
whether there is a sensitizing effect from the earlier steps 
of the process. It would also be appropriate to ask if this 
result was due to the creative effect of the Metaphor alone. 
Pollio's taxonomy involving Novel and Frozen metaphors 
may be helpful in more rigorous future examinations of the 
content of this step in Phase 1. The present research makes a 
tentative effort in this direction. 
An assignment of Novel was made to M3's Consensus 
Metaphor 'Hang Gliding'. Table 23 indicates that the 
language used Inside this Metaphor is general 
(accomplishment, satisfaction, challenge, exhilarating, 
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careless); introspective/reflective (peak experience, inner 
peace, seeing ... with different perspective, timeless, 
existential experience) and c~nsequential/critical (something 
could break, risky, rise/fall with ... , dependent ... , 
reliance on others ... risk vs. reward, limited control). 
Though perhaps premature, it is interesting to note that 
concepts related to spirituality such as timeless, 
existential experience, peak experiences and inner peace seem 
present in this M3 content. 
Pollio's Novel label has also been assigned to T3's 
Consensus Metaphor, the 'Weather'. In this case, 
significantly general notions such as (constantly changing, 
laughter, joy, unpredictable) are also present. Reflection 
seems to be present in ideas such as (cycles, season to 
season, gives life, takes ... gives back, ... perspective). 
Perhaps due to the clearly external locus of Weather, there 
seems less introspection, though the quality of reflections 
such as that dealing with life, death and rebirth is quite 
impressive. The maturity of this observation coupled with 
the consequential / critical thoughts such as (control ... 
through preparation) may be related to the greater number of 
Juniors and Seniors in the group. Once again, though 
premature, the spiritual shading of some of this group's 
content is worth noting. 
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The Frozen label on W4's 'Starting a New Job' metaphor 
appears appropriate. For the most part, each of the words 
chosen are specifically applied to the career setting 
participants would likely have been imaging. This is not 
necessarily negative in terms of areas such as 
consequential / critical since developing this discipline is an 
age appropriate activity. It is clear that there is a closed 
or frozen loop between beginning college and starting a new 
job. It is also true, that the content of the Inside the 
Metaphor step indicates considerably more reflection than the 
Thoughts/Feelings step. The locus of interest is fairly self 
centered (success, money, use talents, advancement, time 
consuming), though several relationship ideas surface (having 
a boss, interpersonal conflict, meet people). It is also to 
be observed that W4's fairly self centered reflection 
occasionally did yield less materially oriented ideas (inner 
success, less $-more enjoyment, and more responsibility) as 
well. 
The Frozen label for R4's Consensus Metaphor, 'First 
Sex' may seem misleading. Certainly, the content from within 
this metaphor generated mature reflection (learn, rite of 
passage, emotional, exploration). Consequential/critical 
(guilt, conquering, losing virginity, regret, losing 
childhood) and relationship (closer to partner, showing love, 
hurt, sharing self) also characterized the insights from 
within this Metaphor. Beyond the idea of a rite of passage, 
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it is, however, difficult to identify a sense of the general 
in this Metaphor. 
With regard to spirituality, it is especially 
interesting to consider R4's 'First Sex' metaphor in the 
light of Keutzer's (1978) study. Keutzer compared student 
responses to a list of triggers to transcendent experiences 
enumerated in a survey of adults conducted by Greeley in 
1974. Keutzer observed that while 18% of Greeley's adults 
considered "sexual lovemaking" such a trigger, 14% of the 
students agreed. Among the other major triggers for students 
were Beauties of Nature (45%); Moments of Quiet Reflection 
(42%); Listening to Music (32%); Drugs (22%); Physical 
Exercise (21%); Watching Little Children (19%) and Reading a 
Poem or Novel and [Doing] Own Creative Work (18% each). In 
this group of 146 Juniors and Seniors, Prayer was a trigger 
for 16%. As compa r ed to about two in every three adults 
studied by Greeley, one in three students reported having an 
experience at least once in which they "felt as though [they] 
were very close to a powerful, spiritual force ... 11 
p. 77) 
(1978, 
The Consensus Metaphor derived in F2 is also considered 
Frozen. Of the three so labeled, this may be the least 
frozen. Much of the content is general (no choice, must do 
well, anxiety, fear of failure, nervous, commitment). Some 
degree of consequential (relaxing when prepared, challenge 
leading to success, relief when done) is also contained. 
Given, however, that there seems little in the critical or 
95 
reflection area, it may be that as Miles and Huberman (1984) 
warn, moving prematurely to metaphor may restrict its data 
reduction and containing function. Once the participants 
were invited to return to the beginning college experience, 
(Appendix E, Thoughts/Feelings) the level of reflective 
content appeared to increase. 
Within Groups: Content Review 
Two idiosyncratic occurrences during session F2 are 
notable. 
After the Guided Image, the researcher was engaged in a 
discussion with a minority student who indicated that he did 
not feel his initial college experience would fit the 
process. Currently a Senior, he felt that because he had 
started in a program which included a tutoring component at 
the University's urban campus while he was till in High 
School, it would be difficult for him to relate to the 
process. Additionally, at the time he enrolled, the 
University's orientation program was different for this group 
of entrants and by the time the fall semester began, he had 
already been on campus for some six weeks during the summer. 
The researcher's response was to encourage the 
participant to find his own place in the process and to be as 
active an observer as he might choose. Interestingly, this 
student became one of the more active participants. He 
subsequently contributed a Principal Metaphor and expressed 
four of the six thoughts and feelings from inside of the 
metaphor. A more rigorous examination of the other sessions 
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which involved students from the same program may be 
appropriate. 
Within the same group, F2, during the Metaphor step, the 
researcher observed a qualitative difference in the Metaphors 
contributed by a Senior participant with a significant, 
though not visible, physical disability. The researcher had 
recently read a story in the campus newspaper about this 
female participant and her disability. This p~rticipant 
contributed the Metaphor relating to Stepping onto a 
Different Color on a Rainbow and to Climbing a Mountain. 
From the standpoint of assessing spirituality, it should be 
noted that both Rainbows and Mountains are significant and 
considered archetypal in many spiritual and religious 
traditions. 
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-Summary, Conclusions, Recommendations 
Summary 
Human Development in the college years is a time in 
which Life Story, has a direct, shaping function and meaning 
to Identity formation. To McAdams (1985) Life Story is 
Identity. Embedded within an individual's story is the 
evolving and projected chronicle of relationship with self, 
other, nature and the Ultimate that may be understood as 
spirituality. To study spirituality is to respond to the 
Profession's call to attend to the whole individual. It is 
the present researcher's thesis that to study the whole 
person's story is to study the person's spirituality. 
Intrinsic to this thesis is the awareness that persons 
across all cultures come to understand competence and 
goodness through the shaping effects of shared, culturally 
projected story during the years corresponding to Erikson's 
Stage IV. During Stage V individuals are engaged in making 
these stories into their stories. During the College years, 
the Student Development Profession and the entire Higher 
Education Community have the opportunity to help these 
individuals write and rewrite harmonious, productive, and 
positively generative (Stage VII) future scripts. 
Because these students have learned through image, 
metaphor and myth prior to adolescence (McAdams, 1985, 
Fowler,1981,1985) and because cognitive development 
constructs suggest they tend to be most expressive in imaging 
modes as adolescents and young adults (Fowler, 1981, 1985, 
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Mosely et al. 1986) it is expected that metaphor and myth can 
play important data collection and analysis roles in studying 
Student Development. 
A Methodolgy reflecting these perceptions was developed 
and Phase 1 of its implementation has been reported in the 
present research. 
Conclusions 
The following conclusions can be drawn from the 
research. 
J .) Several groups of students can be guided to reflect 
on a common experience in such a way that the core cognition 
and affect (Consensus Cluster) involved in that experience 
can be extracted with what is understood to be high levels of 
the qualitative research analogs of internal validity 
(credibility) and reliability (consistency). 
2.) The process can be extended to evoke, through 
reflection on the Content Cluster, verbal images (Metaphors) 
which contain the experiential meaning of the Content 
Cluster. 
3.) Some of the Metaphors generated (Consensus 
Metaphors) have the property of Novelty. This property 
appears to stimulate creative, reflective and more general 
ways of understanding and experiencing the meanings carried 
by the Metaphor. Some of these meanings derive from the 
original Content Cluster. Others may be information carried 
or created by the Metaphor itself or by the dynamic process 
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which creates the Metaphor at the group participant's Heights 
and Depths of Consciousness (von Eckartsberg, 1981) 
4.) The process itself seems to enable more reflective 
and more critical thought among participants. 
5.) The process appears inclusive enough to incorporate 
several different ways of experiencing or points of view 
regarding a common experience. This accommodation of 
diversity apparently incorporates gender, transcends culture, 
and embraces different categories of students including 
transfers, commuters and the physically challenged. 
6.) The use of Guided Image in a relatively non-
directive way and the continued efforts of the facilitators 
to accept the language of the participants would seem to 
minimize the shaping of the Data by the Leaders. 
Essentially, the Participants are the Research instruments as 
regards Data Collection, Reduction and a good portion of 
Display. It is helpful to note that since this is the case, 
Phase 1 of the Methodology is self updating. That is, the 
language, images and modes of thought of the Participants at 
any time in the future would have internal validity or 
credibility (truth value) for that time, in that place with 
those particular Participants. The issue of whether the Seed 
Metaphors drawn from these processes would have the self 
updating property is a matter left for future consideration. 
Recommendations 
Recommendations growing out of the present research fall 
into three categories. 
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1.) Adjustments to the Phase 1 Data Collection Process. 
Though Gordon (1961) recommends the serving 
or preparation of food as a team or community 
building vehicle, it may be argued that the 
flow of a Phase 1 session could be adversly 
affected by the interruptions at times. A 
test protocol which attempts to assess this 
element of the process would be useful. 
• Neither the Phase 1 process nor Phase 2, 
involves the disclosure of direct, explicit 
personal information. It is expected that 
because participants are involved in sharing 
fragments of their experiential perceptions, 
the process is relatively safe from an 
emotional standpoint. However, as was the 
case in each session, it is recommended that 
all participants be made aware of how and 
where the facilitators and other institutional 
resources (eg. Counseling Center) can be 
reached if any matter concerning ·the process 
or their experience of it develops. 
• For some groups, education as to what 
Metaphor is should be considered part of the 
protocol. For the purposes of stimulating 
creative activity, the present research was 
unable to identify any notable outcomes to 
various definitions or means of communicating 
the notion of Metaphor at the beginning of 
that step in the process. 
Though the present research is hopeful to 
assess Spiritual Development, the term 
'student development and awareness' was used 
at all times to describe what the process 
involved. It was not until the SOI was 
actually distributed that the word Spiritual 
appeared. It is the researcher's current 
conviction that contemporary usage of this 
term is often too vague and contains 
considerable 'semantic baggage' that might 
repress or distort the Metaphor generation 
process. 
As an effort to be conscious of 'where the 
'researcher's feet are' 10 as research into 
10 The reader may refer to the Preface of this Thesis for the Context of 
in which this Metaphoric usage was developed. 
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Spiritual Development and Awareness proceeds, 
it is recommended that some quantitative 
measures be used. Both the MBTI and the SOI 
have provided the present research a 
reassuring Field and Fence within which to 
ground the ongoing development of process and 
theory. Much as light appears at once to 
possess the properties of discreet quanta and 
analog wave forms, the study of Spirituality 
seems to require an ability to keep one foot 
in the finite and the other with the infinite. 
In the event time is limited, the uses of 
quantitative measures could be minimized in 
favor of allowing time for the Metaphor 
generation steps. 
• Whenever disclosure and other participant 
privacy considerations allow, the protocol 
should enable the researcher to identify which 
Metaphors have been contributed by individual 
participants. This was possible in one 
session during the present research. In 
addition to the potential value in Research, 
this recommendation may have implications 
regarding Clinical Assessment as indicated 
below. 
2.) Future Assessment and Research applying the Phase 1 
Data Collection Methodology. 
• An immediate and potentially revealing 
Pre/Post study involving the sensitizing 
effect of the HCF150 Personal Development 
course should be undertaken. This research 
would include a concurrent Pre/Post study of a 
similarly composed class involving 
participants who had not yet taken HCF150. 
• A group of homogeneous, special populations 
should be assembled and The Phase 1 process 
administered. Among the populations which 
should participate are: 
•alumni 
•athletes 
•class status groups, traditional aged 
•commuters 
•disabled students 
•dropouts 
•gender - specific groups 
•international students 
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-•judicial cases 
•minorities 
•non-traditional students 
•sexual preference groups 
•specific majors 
•substance abusers 
•the Greek community 
•transfers 
•undecideds 
Since, in some cases, these populations 
might be more comfortable with facilitators 
who are themselves representatives of the 
population, the present researcher suggests 
that a facilitator training workshop be 
developed incorporating the experience of a 
Phase 1 session. 
3.) Applications of Phase 1 Methodology as Clinical 
Assessment, Intervention and Curriculum. 
Significant potential for Clinical 
Assessment is foreseen as Phase 2 Methodology 
is developed and applied. The principal 
potential for Phase 1 in the Clinical 
Assessment area is seen in the ability of the 
facilitator to observe peer interaction 
(Behavior) and an entire range of Cognitive, 
Affective and Creative responses in a fairly 
short, relatively in vivo and in situ 
circumstance. Inappropriate or otherwise 
unexplainable behavior along with evaluation 
of the character and quality of verbalizationa 
and Metaphor, perhaps along the lines 
suggested by David Gordon (1988) could be 
revealing. An anecdote from session F2 may 
illustrate this point. In the Metaphor stage, 
a participant contributed the image 'Jumping 
out of a Plane'. After a considerable pause, 
the facilitator asked 'Is that all?' More 
pause and then the facilitator said, 'at the 
risk of sounding parental, were you planning 
to use a parachute?'. Given that this 
participant's para and non verbals were 
reassuring, the facilitator chose not to 
pursue the discussion furthur. Applications 
of a specifically Clinical Assessment nature 
may include demographically identified . or self 
disclosed at risk groups such as Career Change 
adults, children of divorce, individuals 
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undergoing divorce, persons experiencing 
recent deaths among family, single parents, 
Codependents and Judicial Cases. 
• An example of an Intervention application 
for Phase 1 involves the preparation of 
Learning Disabled or Physically Challenged 
students for developing Notetaking resources. 
It is expected that the development of 
Metaphors for the experience of asking for 
notetaking help from faculty and classmates as 
well as the experience of communicating about 
the asso9iated issues will act as an agent of 
change. 
• Among the potential applications as 
curriculum are those suggested by Phase l's 
apparent capacity to accommodate diversity. 
This characteristic may be helpful in teaching 
students and staff about diversity issues. 
Whether metaphors are generated by a diverse 
or homogeneous group the capacity of the 
process to stimulate reflective and critical 
thought may provide a curricular effect. 
• Finally, it is Phase l's capacity to 
stimulate higher levels of reflection and 
critical thinking among traditional age 
college students that suggests its application 
as a means of stimulating developmental 
growth. Labeling this outcome as a result of 
an assessment, an intervention or a 
curriculuum may not be as important as noting 
that the application of such a process to 
Moral, Ethical, Psychosocial and other issues 
faced by college students today promises 
significant self teach{ng and self developing 
opportunities for participants. It seems 
reasonable to expect that 
•commonly shared experiences as opposed 
to hypothetical dilemmas, 
•contemporary language and images instead 
of instruments derived from studies of 
increasingly less representative populations 
• and the synergy of creative, enabling 
and reinforcing peer/cohort support, 
can contribute relevant, here and now 
awareness to all of the Higher Education 
Community. 
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F 
F 
F 
M 
F 
F 
F 
F 
F 
F 
F 
F 
F 
F 
F 
M 
F 
F 
F 
M 
Thoughts 
,. 
Feel1ngs 
•free• 
•neeoeo more 
respons10111ty 
•exc lteo 
•exhllarateo 
•start Ing over 
•Olfferent" 
•strange , new 
em1serao1e 
•sao 
•lsolateo 
•scareo 
•lost 
•Mte It 
•angry , mad 
•Olsappolnted 
•lucky 
•happy* 
•tentative 
•relief* 
•perfect size 
•c oncern. 1n1 tlal" 
•Olsorienteo 
F • 17 (77 .2) 
M • 5 (22 .7) 
Appendix 
Appendix A: Data from Session M3 
•free 
Consensus 
Cluster 
•different 
• happy 
•r elief 
•concern, Initi al 
F • 3 (60l 
M • 2 (40) 
F 
F 
F 
F 
F 
F 
F 
M 
F 
F 
Metaphors 
Consensus Metaphor 
•Wlzaro or oz• 
•Yellow Br1c1<. Roao 
•Mime 
•Roao not Tak en 
•Co11age• 
•Toi let Paper Story 
Exercise 
•Puzzle* 
•Hang Gl10lng• 
•Parachut Ing 
• I st day at 
Kindergarten 
Jr High School 
High School 
F • 9 (90) 
M • I ( 10) 
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F 
M 
Thoughts 
,. 
Feel1ngs 
Inside Metaohor 
•Something COUIO 
oreak. 
•Risky 
•Chai lenge 
•5at I sf act Ion 
•exhilarat ing 
•peal< experience 
•accomplishment 
• Inner peace 
•see Ing worlO 
w/Olfferent 
perspective 
•r isk vs. rewaro 
•existential 
experience 
•fear 
•timeless 
•careless 
•separate from 
real worlO 
•worry free 
er1se1ra11 wtw1no 
•Oeoenoent on 
wino 
M • llm1teo control 
F •re liance on 
others aoout what 
to expect 
F • 15 (78 .9) 
M • 4 (21.1) M3 
Appendix B: Data from Session T3 
Thoughts Consensus Metaphors 
Thoughts 
&, 
&, Cluster ------- Feelings 
Feel1ngs Consensus Metaphor Inside Metaphor 
F •scarecJ •exc it ement, M •Chapter In a t>OOk F •c onstantly 
M •e xc I tement. distorted M •Am usement Park cnanglng 
cJlstorte cJ" •psychecJ Aloe F •co lcJ/ralny 
M •ps ycnecJ" •freedom F •C i rcus • F •d isastrous 
F • fre ecJom• • lncJepencJent F •A play F •unpred lctat>le 
F •hatecJ It •an xi ous F • The Chll cJren In F • laugnter , Joy 
F • lncJepencJent• •cur iosity Peter Pan M • gives life, takes It 
F •gett Ing out or nouse •nervous F •Be ing on Stage• away, gives It t>ack 
F • homesick •fear of fal 1 Ing F • In tt'le Lime Light M •Clay to aay, 
F •anxious• •cJol.tlt F •Weather• unpreatctat>le 
F •cur iosity" F •Cnanglng Seasons M • eye 1es, season to 
M •conr usi011 M • Roi ler Coaster Rlae season, prea1ctat>le 
F • ner vou s" F • Learni ng to Drive F •c ontro l It s errects 
F •wno w111 roommate F • Learn ing to Swim tnrougn 
t>e? preparat Ion 
F •w ill we get along? F ~cJeoenas on 
F • insecurl ty perspect 1ve 
F •fear or falling* 
F •cJout>t* 
F 
-
14,., (82.4) F 
- 7 (77.8) F - 8 (72 7) F - 7 (70 .0) 
M • J ( 17.6) M 
- 2 (22 .2) M - J (27 2) M - J (JOO) n 
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Thoughts 
.. 
Feelings 
F •relieved 
F •homes1c1< 
F •scared• 
F •excited• 
F •nervous 
F •anhh! 
M •separated rrom 
parents 
M •emoarasseo oy tne1r 
tears 
F •sad 
F •pressured 
F •happy 
F •Independent• 
F •renewal 
F •respons101e• 
F •anx IOUS 
F •cocky 
F •c lose-m lnoed 
F •awe 
F •restless 
F •she I tereo 
F •grateful 
F •eager* 
F •determ lneo• 
F •familiar 
F erree 
M •antic ipation• 
F •tntlmtdatea 
F •overwhelmea 
F •selr-sufflcent 
F •uncertainty• 
F • 27 (90 .0l 
M • 3 ( 10.0) 
Appendix C: Data from Session W◄ 
Consensus 
cluster 
•scarea 
•excited 
• 1naependen t
•responstOle 
•eager 
•de term lned 
•anticipat ion 
•uncertainty 
F • 7 (87 .Sl 
M • I ( 12.5) 
Metaphors 
Consensus Metaphor 
F •When Batman came 
out on video 
F •Kid's I st swim lesson 
(parent !. kid) 
F •male In aeroo1cs class 
F •hav Ing a oaoy 
F •t>elng pregnant 
F •carn ival r ide 
F er 1rst elate 
F • I st oral Presentation 
F •getting driver's 
license 
F •going overseas 
F •arriving In new place 
M •starting new Job 
M emove to new home 
F •gett ing marrlea• 
F era 1nstorm 
F • leav·ng Bost'nOSpm 
F •a ir travel safety 
F •sneak peeks at 
Christmas girts 
F •Ouylng new outfit 
F erirst kiss 
F er irst sex 
F egraciuat Ing• 
F •Oeing an exchange 
student• 
F •getting througn r Ina ls 
F •start'ng a ouslness• 
F •getting girts 
F enew haircut 
F emak Ing ctean·s list 
F eorea1<1ng up with 
oovrr1eno 
F • 27 (93 I l 
M • 2 (14 .5) 
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Thoughts 
.. 
Feelings 
Inside Metaohor 
M •more 
respons10111ty 
F •meet people 
F •learn new skil ls 
F •More Money 
F •more taxes 
F •use talents 
F •more self 
confidence 
M •advancement 
F •experience 
F •success ( Inner> 
F •trappings or 
success 
F •hav Ing a ooss 
F •Interpersonal 
conflict 
M •not I IK Ing the 
work 
F •lime consuming 
F erequlreo to oo It 
F •less Stmore 
enjoyment 
F • 13 (76.5) 
M • 4 (23.6) w 4 
Appendix D: Data from Session R◄ 
Thoughts Consensus Metaphors 
Thoughts 
" a. Cluster ------- Feelings 
Feelings Consensus Metaphor Inside Metaohor 
F •scare a* escareo F -.Jump orr Hlgn ooaro • learn 
M •eMcltement" •e Mcltement ror 1st time• •emot ional 
F •saoness •uncertain M •Total Ing your car •closer to partner 
F •lonely •nervous F • First Sex• erlte or passage 
M emao M •Do or Ole In tllg game •orgasmic 
M •Olsappo1nteo F •gett ing marr1eo• F •snaring self 
F •mature F •start new Jot> F eeMploratlon 
F eoverwnelmeo M •having I st Child M •conquering 
M • 1naepenaen t M •1st oay I st graoe M egullt 
M •en joyment F eH1gn Scnool Grao·n F • losing virginity 
F •freedom F •Blind oate F •regret 
M •hew to flt In M •Speech Inc lass F •hurt 
F •Mmes lck M •taken advantage or 
F •uncertain" F •tos tng chllonooa 
-aoout performance M •can't go t>ack. 
M •conrusea F e1nvaoeo 
M elost F •snowing love 
M •nigher eMpectat Ions 
F •Ore ary 
F •ne rvous* 
M •small 
M •infe rior 
F • 10 (47.6) F 
- 3 (75 .0) F - 6 (54 .5) F - 8 (66 .7) 
M • 11 (52 .4) M 
-
1 (25 .0) M 
- 5 (45 .5) M - 4 (JJ .3) R4 
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Appendix E: Data from Session F2 
Thoughts Consensus Metaphors 
Thoughts 
a. 
a. Cluster ------- Feelings 
Feelings Consensus Metaphor Inside Hetachor 
F •overwne I mea •crazy place F •Being Born• M • nervous 
F • tnaepenoence •lonely M •Lost In a new M •commitment 
F •fear or lndep·a·nce •scary world* F •want to do well 
F •wnat did I forget 7 •exc iti ng F •Stepp ing onto a new F •anx iety 
F •never really prepared •r\O nelp color 1n rainbow M •no cnotce, must do 
tr Test Is Failed •secure F •Paracnut Ing well 
F •Drop course •apprenens1ve F • Home away from nome F •anxiety ana 
F •Find a oetter flt to need F • Cli mbing Mountain" exciting 
F •Increase M • Facing a big test F •fear of failure 
motivation/study M ewnat 010 I get 
M •Fina airrerent test myself Into? 
F •Discouragement F •pressure 
F •Rettllnk plans & major F •relax ing wnen 
prepared 
Ir nQ! cr~c~r~g 
F-t 1rea 
F-nervous 
F-upset 
F-stressea 
F- let self down 
F relief wnen done 
F •cna1 lenge leaalng 
to success 
M •feels good to nave 
cnance to prove 
someone wrong 
F 
- 4 (57 . 1) F • 5 (71 .4) F . 12 (66.7) 
M • 3 (42 .9) M 
- 2 (28 .6) M • 6 !33 .3) F2 
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